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Yellow Springs, Ohio 
 
Adolescent girls in developing countries, especially those from impoverished backgrounds, face 
many challenges, such as cultural preference for sons, child marriage, and gender-based violence 
and harassment, which limit their access, opportunities, and leadership skills. The purpose of this 
study was to create a virtual empowerment and leadership program for young women based on 
extant literature, as well as best practices empowerment programs from South East Asia and 
empirical data. The main goal of the study using Virtual Participatory Action Research (V-PAR) 
was to organically create a leadership development program where the participants are the 
developers of the program. The goal of this approach is not only to create a sense of ownership 
among the participants, but also to empower them with culturally compatible knowledge and 
skill-sets. The workshop’s objective was designed and conducted by, and for, female college 
students to empower themselves to take on leadership roles in their personal and professional 
lives. What separated this research from similar leadership workshops and women’s 
empowerment programs was using the emergent methodology V-PAR, which became essential 
due to the COVID-19 pandemic. Limited research has been conducted on marginalized 
communities virtually by collaboration with local facilitators from the same culture. 
Furthermore, using V-PAR methodology supported the creation of a virtual environment for 
 v 
young women who live in underprivileged areas in Nepal and who lack accessibility and 
facilities needed to gain knowledge and competencies. The workshop generated a dynamic, 
iterative, and interactive setting that fostered continuous learning, support, feedback, and 
mentoring between the participants, and served as an ongoing incubator for development of 
leadership skills. This dissertation is available in open access at AURA, http://aura.antioch.edu/ 
and OhioLINK ETD Center, https://etd.ohiolink.edu/etd. 
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Chapter I: Introduction 
The persistent global inequality of women has been labeled as one of the leading 
sociopolitical concerns of the 21st century (Debebe et al., 2016; de Silva de Alwis , 2013). This 
disparity is particularly apparent in regions with highly patriarchal cultures, such as Nepal, where 
socioculturally constructed expectations for male and female roles and behavior are manifested 
in attitudinal and organizational biases (Khatiwada et al., 2020). 
According to the United Nations, “education is not only a right but a passport to human 
development” (Winthrop & McGivney, 2015, p. 1). The United Nations General Assembly in 
1948 concluded that complex economic, social, and cultural barriers to girls’ access to secondary 
education in developing countries pose challenges and obstacles to their human right to the 
education, equality, and dignity to which all human beings are entitled. Since then, the global 
community have taken many steps towards improvement of the situation of young women. In 
2015, for example, 182 countries adopted a set of goals to end poverty, protect the planet and 
ensure prosperity for all as a new Sustainable Development Goal (SDG). Before SDGs, 
Millennium Development Goals (MDGs) shifted the focus from women to girls as drivers of 
poverty reduction and brought attention to youth as an important marker of politics and 
economics. Women’s empowerment is a part of gender equality, which is one of the 17 SDGs 
cultivated by the United Nations. 
Poverty is one of the leading factors to child labor and exploitation (Donnelly, 2019). In 
developing countries with patriarchal cultures, the challenges girls face such as early marriage, 
caste system, and child labor prevents them from receiving proper education. Girls are exposed 
to exploitation and injustice globally and if governments and organizations do not make an 
urgent change, the cycle of poverty will continue. Education can be an answer to empower 
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young women to pursue a positive development for themselves and their society (Bongaarts et 
al., 2017). If a girl attends school, stays healthy, and gains marketable skills, she will likely 
marry later, have fewer and healthier children, and earn an income that she will invest back into 
her family (Lamb & Yousafzai, 2013). Changing a girl’s life is changing the future of a country. 
In the last 30 years, adolescent girls became a distinct cohort that government and organizations 
started paying attention to in terms of developing different programs specifically for these 
adolescent girls in comparison to the programs they were designing for empowering women. 
Providing education to the women empowers the mothers to have the awareness and enthusiasm 
to send their daughters and their sons to school and see the importance of providing education for 
their kids. The United Nations categorizes females in four categories: girls or children below 10, 
adolescent girls, youth, and women. Adolescence is the transitional stage development 
of  between childhood and adulthood. The World Health Organization (WHO, n.d.) definition for 
adolescent is an individual between ages of 10 to 19. WHO defined youth as the 15 to 24 year 
age group and young people covering the age range of 10 to 24. However, in many cultures, 
adolescence is closely associated with puberty and the cycle of physical changes ending in 
reproductive maturity. 
Although significant efforts have been made to create and deploy programs that create 
equity and opportunity for women globally in both private and public sectors (Bierema, 2017; 
Debebe et al., 2016; Ely et al., 2011), those efforts have been focused on creating programs that 
are not designed in the context of the cultural of the preferred country.  
This study focuses on exploring issues around using Virtual Participatory Action 
Research (V-PAR) methodology and the strength and weaknesses associated with the design and 




readers, over the last 20 years, an increasing number of educators, students, and others around 
the world have created virtual teams, digital stories, recorded audio narration, video clips, and 
music in order to present information on various topics. Robin (2006) established the educational 
uses of digital storytelling to serve as a helpful resource for those interested in learning how 
digital storytelling could be integrated into a variety of educational activities . This dissertation 
presents an overview of how virtual research has and continues to be used to support teaching 
and learning activities (Adam & Minges, 2018; Deakin & Wakefield, 2014; Gray et al., 2020; 
Nehls et al., 2014). The details will be fully explained in Chapter III.  
This chapter provides the foundation for the dissertation research. It includes a 
description of the background of the work that has been done in the area of women’s 
empowerment in developing countries, the purpose and objectives for the study, and an 
explanation of why the research topic is important. Finally, the chapter identifies the research 
question and addresses pertinent concepts, such as researcher positionality. The chapter 
concludes with an outline of the dissertation chapters.  
Problem in Practice 
The foremost challenge has been the lack of leadership development programs for young 
women in developing countries, especially in Nepal. This problem in practice encompassed the 
lack of including participants in creating an intervention to empower themselves. Another gap in 
literature and practice was the use of V-PAR as a research methodology in a developing country 
to create and design a leadership workshop for marginalized young women. This gap in research, 
along with the modifications to collect the research virtually due to the global pandemic, inspired 




researcher, inclusion of the participants in the design, and encircling the diverse cultural context 
of Nepal.  
Virtual Involvement of Researcher 
Many studies have used virtual collaboration (Adam & Minges, 2018; Aune, 2002; 
Deakin & Wakefield, 2014; Gray et al., 2020; Guteng et al., 2000; Nehls et al., 2014; Servan et 
al., 2009) to accomplish a collective objective; however, scant research has been conducted on 
marginalized communities using local facilitators. Other research has used the approach of 
Digital Media in Critical PAR (DCPAR) incorporating social media to encourage a New York 
barrio community to participate in the research  (Mayorga, 2014) , but it has not been used to 
design a leadership workshop for young women as is done here.  
Participant Inclusion 
The basis of this research was different from earlier research in that previous leadership 
workshops were conducted by facilitators from a completely different culture than Nepal: the 
participants were not included in the study design process. The length of prior in-person 
workshops has been short due to the distance and expenses associated with the transportation of 
facilitators. However, the goal in this research was to create a virtual safe environment that can 
enable participants to gain needed knowledge through a participatory action research (PAR) 
project collaboratively conducted by researchers, facilitators and participants.  
Encircling the Diverse Cultural Context of Nepal  
For this dissertation, six sample leadership curricula were studied:  Empowerment and 
Livelihood for Adolescents (ELA) in Bangladesh; Champions in India;  Kasturba Gandhi Balika 
Vidyalaya (KGBV), in India:, Empower Nepali Girls (ENG) in Nepal; , Let Girls Lead ( LGL) in 




Nepal. Furthermore, using V-PAR methodology helped to create an environment for young 
women that was physically and socioculturally conducive to experiential learning. 
In most of the research, the facilitators were physically present during the workshops, 
however, in this study all the facilitators were virtually delivering the workshop. Even though the 
physical presence of a facilitator could create more connection and relatedness, it also can impact 
the level of participation. A study at Midwestern University showed significantly higher 
discussion participation patterns for the Internet-based course, both by class section and by 
gender, but showed no significant differences in learning in either class section (Arbaugh, 2004). 
However, there is no research on the level of participation in impoverished communities due to 
the virtual nature of the researcher’s participation. Additionally, since underprivileged areas in 
developing countries lack accessibility and facilities to attract other researchers, introducing        
V-PAR had implications for future research and create a scalable model to broaden this research 
in rural areas where researchers might be less willing to travel. 
Purpose of the Study and Research Questions 
The purpose of this study was to explore the benefits of a leadership program designed 
and conducted by Nepali female college students to empower themselves to aspire to take on 
leadership roles in their personal and professional lives. The study incorporated a V-PAR 
approach to achieve the purpose of research objectives. This study also explored the unique 
challenges presented to the female students as a result of living in the patriarchal culture of Nepal 
during the global pandemic. During a crisis, women and girls face a heavier load of domestic 
work as they are responsible for providing the family with its basic nutrition, yet they rarely have 
access to and control over the resources (Nasreen, 2008). In rural areas they are even more 
vulnerable since they are highly dependent on local natural resources for their livelihood.  
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This study addressed two primary and six secondary research questions. 
• How can an effective leadership development workshop be created for young college
level women in Nepal using V-PAR?
o What kind of leadership workshop can be the most beneficial for young women in
Nepal?
o What key elements influence the young college level women in Nepal during the
leadership workshop?
o How can the researcher be effective in bringing about a sustainable transformative
impact before, during and after the workshop?
• What can be learned by integrating digital tools and platforms in PAR that impact the
effectiveness of the workshop?
o What is the impact of long-distance communication between the participants,
facilitator, and the researcher?
o How can the readiness and eagerness of a participant be assessed virtually? Can
this be evaluated by the facilitator or the researcher or self-report of participants?
o To what extent did the participants, using a virtual environment, benefit from the
leadership workshop?
The study was divided into three sections of preparation, design, and delivery, and each 
research question was answered according to these three sections.  
Researcher’s Stance  
I grew up in Iran and experienced first-hand the oppressive, restrictive environment that 
makes gender discrimination possible. It has been over 17 years since my family and I first 




other immigrants have who came to the United States for sanctuary and enhanced opportunities. 
My family was not religious nor particularly observant, but ever since I was a child, I had been 
told over and over at school that a girl would “go to hell” if she did not always cover herself. 
Women had to ask men permission for everything: to work, to travel, to go for a hike 
unaccompanied, and especially to ever leave the country, which was my dream. 
Growing up, I never had a mentor or a strong female role model to look up to. As I 
matured, I strove to provide to other young women what I never had access to myself. My 
childhood experiences encouraged me to seek involvement with empowering young women in 
developing countries. This research is extremely significant to me on a deeply personal level 
because all of my loved ones and all the women I knew the first 20 years of my life, have been 
dealing with gender discrimination continuously throughout their lives. I watched women around 
me not achieve their full potential, struggling against a tide of social and economic disadvantages 
constantly pulling them back. The reflections and lessons I have learned from this dissertation so 
far and what I will learn in the future, can be both healing and informative for many people 
around me and can be useful to organizations that empower young women in other developing 
countries. As soon as I started volunteering for organizations that are empowering young women 
such as Empower Nepali Girls, I realized I also needed to back up my practice with knowledge 
and research.  
My involvement in this research stems from being on the board of directors of a           
nonprofit organization called Empower Nepali Girls. We are planning to develop a mentorship 
and leadership program that can support these young women to pursue their leadership 
aspirations and succeed in their lives and careers.  I chose V-PAR as a methodology because in 




sitting back as a distant observer or attempting to control the entire process. V-PAR aims to 
foster democratic, interactive and empowering relationships that are committed to making 
women’s voices more evident.  
The conventional approach of girls’ training did not empower young women to produce a 
sustainable change in their performance. Most leadership programs have been implemented and 
imposed on students by the researchers rather than including the participants in the process of 
designing the program which is the nature of PAR.  
As a mentor, practitioner, and an active member of Empower Nepali Girls (ENG), I have 
participated, led, and supported many face-to-face leadership workshops for young women that 
have been designed or implemented by me or other Westerners or people with a completely 
different background and culture than Nepali participants. Some of those trainings achieved the 
objectives set by the organizer, but mostly they were not sustainable. I have come to accept that 
these trainings have not been effective enough and that practitioners repeatedly have gone 
through the process of trial-and-error, hoping to get it right one day. I started to believe that the 
factors to consider are too complicated and need more time until we get it right. The 
interrelationship between students’ behavior and the influences of the workshop could have on 
students is multidimensional. It is this interrelationship that drives my curiosity about the forces 
that affect transformation in students’ daily lives.  
This motivated me to try a different methodology such as PAR, but due to the global 
COVID-19 pandemic, I had to modify my dissertation’s design of study. With consultations 
from my dissertation committee and chair, I decided to do the whole research virtually. The 
study utilized V-PAR to understand how Nepali girls who participate in this study perceive and 




skills. The main advantage of V-PAR is that the workshop was facilitated by Nepali girls from 
the same culture and background of the rest of the participants. Since facilitators conducted the 
session, it minimized my control over the workshop.  
My main contact was the Nepali senior program administrator who volunteered to set up 
the first meeting and help me and the rest of the facilitators to design the workshop. I was one 
facilitator collaborating virtually by providing resources when the other facilitators or 
participants asked for it. To clarify my dual role, in the first meeting, I addressed the inequality 
in control and influence between me and the participants. The power disparity was tangible by 
the deference and respect shown toward me as a representative of power as an American, a 
professor, a famous woman, an administrator of their organization. After all, I have the power to 
determine their opportunities.  
I have known the participants for a long time and I have invested in their welfare in 
different ways. I deeply want this research to be successful and achieve great results, however, I 
did not want my biases and desires to cloud the design of the workshop or any of the analysis. 
Because of the nature of PAR methodology, enthusiasm is to be expected from the researcher 
and I acknowledge my implicit biases and do my best to minimize them (see below). My role as 
an insider due to my involvement with ENG and also a virtual outsider because of my culture 
and background in this research was discussed further in the methodology chapter under 
positionality. 
Participating Organization 
This study was conducted in collaboration with ENG, a nonprofit organization located in 
Nepal. The research began with the ENG scholarship students who are receiving funding from 




women’s empowerment programs, assisting women to acquire and develop leadership skills and 
behavior, move into leadership positions and break the cycle of poverty and expose adolescent 
girls to an education and to the value of leadership training, as well as what it means to feel 
empowered. Furthermore, advocacy work exposes the opportunities available to marginalized 
adolescents and deepens the understanding of what works for quality education and 
empowerment for the girls.  
In addition, during the delivery stage of the leadership workshop, another organization 
Raksha was invited to participate to add more participants. The reasons to add another 
organization on the last stage of the research was discussed in Chapter III.  
Research Design  
Due to the COVID-19 pandemic social distancing measures and travel restrictions that 
enforced in 2020, I had to be creative and modify the design of the study to be fully delivered on 
a virtual platform. This obstacle was a great learning experience for me and the participants 
which involved crossing boundaries and learning new processes, being innovative in the face of 
challenges, testing a framework on a global level. The main change in the original design of the 
study was that I could not be present in Nepal during the leadership workshop. I had to conduct 
all the communications, interviews, and focus groups virtually using Zoom and other digital 
platforms. Sixty students participated in the design and implementation of the program with the 
support of a facilitator group. Participant selection was limited to the college level girls above 
18-years-old, however, in some occasions the participants invited guests who were high school 
students.  
This study documented the experience of participants and researcher through cycles of  




community of practice, and how it has impacted their leadership aspirations. The goal of the 
study was to provide empirical evidence that contributes to strategies for accelerating women’s 
leadership over time. 
PAR is a research strategy whereby the researchers consciously and explicitly aim to 
support insiders in the situation under study to participate in the research process, showing 
practical commitment to use the knowledge derived to support social movement (Bleijenbergh et 
al., 2018). The PAR approach has been adopted by researchers aiming for empowering women 
in organizations (Bendl & Schmidt, 2012; Benschop & Verloo, 2006). The participatory nature 
of PAR encourages the members of marginalized groups to participate in the research process 
and thus acquire knowledge. The participants may be involved in the research process by 
collecting data (Lewin, 1946) or interpretation and validation (Genat, 2009; Maiter et al., 2008), 
or even producing knowledge (Datta et al., 2015).  
This research was conducted in collaboration with young women who live in Kathmandu 
and have access to Internet. Five facilitators designed and delivered the workshop. The 
facilitators volunteered themselves and their time for the 56 hours on Zoom plus one-on-one 
interviews. The participants as a community of practice were a group of people who share a 
concern or a passion for something they do and learn how to do it better as they interact regularly 
(Columbaro & Monaghan, 2009; Lave & Wenger, 1991; Monaghan, 2011). This definition 
reflects the fundamentally social nature of human learning. In a community of practice, members 
are self-directed and socially ensconced and identities are established and negotiated 
contextually, which enhances the educational experience in that the focus is on essential learning 
elements (Kriner et al., 2015). Leadership programs that employ the features of a community of 




environment and to develop a strong network of peer support that extends beyond the program 
(Ely et al., 2011; Monaghan, 2011).  
Having a community of practice aligns with the chosen methodology since PAR is an 
approach to conduct research in communities that highlights participation and action. PAR 
methodology strives for   comprehending the intricacies of the community by trying to change it, 
collaboratively and in partnership of participants. PAR emphasizes collective inquiry and 
investigation based on experience and social history. This study utilized an iterative 
methodology that heightens inquiry, reflection, and application consistent with the cyclic nature 
of PAR. The study employed virtual semi-structured individual interviews to explore the 
theoretical and practical implications of using V-PAR in a community of practice as an 
environment for leadership development to foster the aspirations of young, Nepali women as 
emerging leaders.  
Development of the leadership program using V-PAR gave us great insight on how to 
implement it again in the future in remote villages in Nepal. In this case, facilitators as team 
leaders were the administrators of the workshop who could share results with the rest of the 
program participants, helping them to understand its implications and to teach other 
organizations to develop their leadership development programs. The final product of this 
dissertation was a syllabus of a leadership workshop delivered and concluded after 10 cycles of 
V-PAR plus the experiences of the participants and researcher. 
One of the most compelling qualities of PAR is its spiral nature which Lewin (1946) 
described as an iterative cycle of plan–act–observe–reflect that encourages the researcher to 
constantly gain new insight into the puzzle being studied in each iteration of the four-round 




of the cycle. The scope may be broadened after each cycle of reflection and analysis of collected 
data from the previous round. 
V-PAR projects have similar great advantages for students compared to PAR in 
educational settings. The fact that the researcher was remote allowed the facilitators and 
participants to take full control of the workshop, which could strengthen students’ leadership 
abilities; therefore, it encouraged them to participate in the process of making important 
decisions and aided them to take initiatives more frequently.  
As a researcher, it was important for me to reflect and develop awareness of the bias I 
brought to the research I conducted. It is unrealistic to think that my past experiences have not 
biased my perspective. I have reflected on these experiences and the meaning I have attached to 
them during the past few years of working at ENG. According to Patton (2002), “Reflexivity 
reminds the qualitative inquirer to be attentive to and conscious of the cultural, political, social, 
linguistic, and ideological origins of one’s own voice as well as the perspective and voices of 
those one interviews and those one reports” (p. 65).  
There are two kinds of biases, enabling and disabling. Biases can be enabling—actually 
facilitating the researcher—or disabling—rendering her work problematic. Enabling bias gives 
me a deep knowledge, appreciation and empathy for marginalized women and allows me to do 
this work. It helps me to bring a new perspective and understanding into the challenges that this 
community are dealing with. On the other hand, disabling bias means looking for evidence that 
fits your predetermined point of view to prove what I am proposing here and filtering out 




My positionality allowed me to engage with more relatable and deeper perceptions and 
reflections of what is going on because of my own experience. What I did was to ensure that I 
was not engaging in biases that leave me in presumptive conclusion.  
Significance of the Study  
A growing body of work is building around women’s leadership development programs 
(WLDP), yet there are many questions still unanswered (Debebe et al., 2016). To build upon 
previous research on WLDPs it is necessary to build a “comprehensive conception of how [they] 
can be employed to achieve transformational change in individuals and organizations to foster 
leadership development among women (and men)” (Debebe et al., 2016, p. 235). Three of the 
five themes that were identified as critical to a complete understanding of WLDPs and pertinent 
to my study include: sex composition of leadership programs and how that affects gender 
pressure and confidence; intersectionality and its influence; and, program theory and design, 
including creation of safe spaces for identity construction (Debebe et al., 2016; Ibarra et al., 
2013).  
After 30 years of deploying leadership development programs for women, the overall 
results have been not as envisaged (Ely & Rhode, 2010). Globally, women are still 
underrepresented in both the public and private spheres. Most research conducted about women 
and leadership development focuses on the barriers to achievement (Bowles, 2012) rather than 
the possibilities for success; these can only be determined by investigating and documenting 
alternative approaches and environments (Debebe et al., 2016; Ely et al., 2011; Kriner et al., 
2015).  
Since all the participants were female, this research also contributed to theory about 
women-only leadership development as an identity transition (Day & Harrison, 2007; DeRue & 
15 
Ashford, 2010; Ely et al., 2011; Ibarra et al., 2013; Komives et al., 2005) and converged that 
research with existing theory about communities of practice (Columbaro & Monaghan, 2009; 
Kriner et al., 2015; Monaghan, 2011). Additionally, since the study was done virtually, it might 
be a good scalable model for future studies to increase the number of participants or conduct this 
workshop in other countries. 
This study is important to the body of women’s leadership development research due to 
the unique international demographic, intersectional analysis, and the significant addition of 
using community of practice to create relational, safe spaces for women to develop a leadership 
identity. Finally, the data will benefit any global organization or institution interested in 
developing women for leadership roles, with an emphasis on programs for collegiate women in 
preparation for workforce entry. 
Defining Key Terms 
There are several key terms that need to be defined such as empowerment, young women 
and community of practice as examples. These words have multiple meanings and many 
researchers have spent significant time describing and defining them. 
Empowerment has been described as the expansion of people’s ability to make wise and 
strategic choices in their lives, especially when these options have been previously denied to 
them (Schenk & Schröder, 2018). 
Young women, as used by the UN—and specifically, United Nations Educational, 
Scientific and Cultural Organization (UNESCO)—is defined as females ranging in age from 15 
to 24. The UN also recognizes that this varies without prejudice to other age groups listed by 
member states such as 18 to 30 (UNESCO, n.d., p. 1). 
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Community of Practice is defined as a group of people who share a purpose, craft, or 
profession wherein individual members are active participants in the practices of social 
communities, and in the construction of his or her identity through these communities 
(Columbaro & Monaghan, 2009; Lave & Wenger, 1991; Monaghan, 2011). 
Digital storytelling is the practice of using computer-based tools to tell stories (Robin, 
2006). 
Zoom meeting is a video conferencing tool that offers data collection opportunities 
virtually over the internet. Terms such as sessions, discussions, and meetings are all referring to 
the Zoom meetings with participants or facilitators in Nepal (Gray et al., 2020). 
College level. participants are students who just finished high school and entered a 
four-year university. In this study college level students are above 18 years old.  
Ethical Aspects of This Study 
Collectively, the four concepts and practices of V-PAR—virtualism, participation, action, 
and research—shape V-PAR’s epistemological stance and raise fundamental ethical questions 
such as who the research is for, how the students could participate virtually, what was derived 
from the research, and whether the research questions and actions were meaningful and 
important to everyone involved. 
Notions of feasibility and propriety are central to the concepts and practices of V-PAR. In 
order to uphold accuracy, participation, voice and representation are essential, thus demanding 
attention to power dynamics and trust building. Utility, another ethical imperative in V-PAR, 
demands serious attention to the actions that are generated from a V-PAR endeavor. 
Inevitably, some risk existed in a multi-cultural, international research setting. The 




have not, changed; at the same time, it was critical that constant reflection on ethical 
considerations be maintained to avoid a cross-cultural contamination between researcher and 
subject. Horan (2014) noted three challenges to cross-cultural inquiry: words, culture, and 
knowledge. By exploring words, Horan noted that it is critical to ensure that the words of the 
researcher and the subject, regardless of the language, hold the same context. To grasp meaning, 
one must understand the nuances and textures of culture, which envelop tradition and history. To 
establish utility and accuracy the results of the study must be credible in the eyes of the 
participants. This was accomplished in part by member checking interviews and ensuring that all 
documentation was recorded in the spirit intended by participants. 
Women’s leadership development programs in developing countries can give rise to a 
plethora of ethical dilemmas relating to power gradients between the researcher and the 
participants. Combined with this are complex issues of knowledge generation, ownership and 
exploitation. 
A potential ethical dilemma to consider was the risk that empowering girls to take on the 
leadership or become leaders themselves, could be threatening to those in power and 
consequently putting the safety of the girls in jeopardy. One of my responsibilities as the 
researcher was to bring awareness to the fact that women’s empowerment was not understood in 
the abstract and apart from the context, structures, and circumstances that shape the lives of 
participants. 
Additionally, I had to be aware of ethical issues that can arise as a result of virtual study 
and its impact on privacy, autonomy, security, human dignity, justice, and balance of power 
(Barbry, 2012; Peppet, 2014; Roman et al., 2013). Studies show that the new wave of digitization 




this study in a socially and ethically responsible way, I had a clear understanding of what such 
issues might be. In a study by Peppet (2014) a participant complained that a lot of information 
about us was being exchanged over the internet, without us really knowing or having control 
over it. To avoid such an exploitation, in the consent form (Appendix C), issues of privacy were 
discussed. In this study the participants used their personal devices for communication. Most 
smart phones and computers had a camera for face recognition and a microphone for speech 
recognition. Usually, the operating manual warns users not to speak sensitive information 
because the data can be captured and transmitted to a third party (Gibbs, 2015) which amplifies 
the inevitable risk of exploitation. This shows that, without precautions, permission is given 
unwittingly to use certain data (Pereira et al., 2013). This raises the question of where the 
responsibility lies in this process. To mitigate this risk, I informed the participants and facilitator 
in the consent form about the issues of privacy using their digital instruments. 
Organization of Chapters 
The dissertation is organized in five chapters. Chapter I has provided the context, 
background, and overview for the research. It articulated clear objectives and a rationale for why 
the research contributed to the existing leadership programs for young women in Nepal to pursue 
their leadership aspirations. Chapter II examines the relevant literature for the areas of study 
including four different programs conducted for women’s empowerment in Southeast Asia. It 
includes an analysis and synthesis of recently published research in this field including women’s 
barriers and challenges in Nepal. Chapter III describes the research methodology and the 
approaches, methods and techniques that were utilized in the work including the 10 cycles of       
V-PAR. It also provides a brief description of the pilot study conducted in October 2019. 




V-PAR. Finally, Chapter V provides findings from the study plus discusses implications for 
future research, recommendations, limitations, and potential application.  
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Chapter II: Literature Review 
Former U.S. Secretary of State Hillary Rodham Clinton stated, “A girl born today in 
every part of the world is more likely than her mother to be educated, to find work, to live 
through childbirth, and to live a longer and healthier life. But there is much progress to be made 
on federal and local levels all over the world” (as quoted in K. Davis, 2015, para. 18) 
Adolescent girls in developing countries, especially those from impoverished 
backgrounds, face challenges regarding receiving basic education. There are many reasons for 
this such as a preference for sons, child marriage, early pregnancy, gender-based violence and 
harassment, parental indifference, and cultural traditions that inhibit a girl’s ability to make her 
own decisions (Kyomuhendo et al., 2018). In addition, many cultural traditions marginalize the 
value of a girl’s education, limiting access, opportunities, and leadership skills that prepare them 
for a life and career comparable to that of boys (Winthrop & McGivney, 2015). According to the 
United Nations, “education is not only a right but a passport to human development” (as cited in 
Winthrop & McGivney, 2015, p. 1). However, according to the United Nations International 
Children’s Emergency Fund (UNICEF, n.d.). There are 132 million girls are out of school due to 
economic, social, and cultural challenges. 
The purpose of this study was to examine the most effective practices to empower 
adolescent girls through education, mentorship, formal and informal programs, and leadership 
trainings by comparing different approaches. The goal was to provide more opportunities in their 
personal and professional life, in whatever capacity that may be defined. Providing opportunities 
for young women can vary by country, by culture, and by available resources. Hence, 
empowerment via education or vocational training in one scenario can look quite different from 




something different from what it represents to girls in an out-of-school program in Tanzania. 
Since there are limited number of studies done in Nepal, in this chapter the focus will be on the 
countries in South East Asia such as India and Bangladesh that are similar culturally to Nepal. 
This chapter is a literature review of some of the programs that have been conducted in 
this region to empower young women. Although each program is country and context-specific, 
the overarching theme of adolescent girls’ empowerment remains a dominant topic 
(Kyomuhendo, et al., 2018; Murphy-Graham & Lloyd, 2016). The chapter explores the literature 
and research related to women’s empowerment, leadership development, the role of education 
and mentorship programs, and women’s barriers and special challenges in Nepal and South East 
Asia, especially those related to oppression, marginalization, and exploitation. To explore means 
for addressing some of these issues, this chapter examines the nature of empowerment and 
mentorship through formal educational programs and informal interventions through 
governmental and nongovernmental organizations. In addition, two curricula are introduced that 
to develop a better syllabus for leadership training that helps to empower young women who 
would otherwise not be permitted to pursue education (Appendices A and B).  
Education as a Force for Change 
Families that are living at the poverty level tend to push their daughters into child labor 
and early marriage out of survival and having a few options (Bhandari, 2019). Therefore, the 
girls never get the education that they deserve, and it forces them to be exposed to exploitation 
and injustice. Consequently, if governments and organizations do not make an urgent change, the 
cycle of poverty will continue to the next generation.  
According to Ghimire and Samuels (2014) an adolescent girl may have to make many 




might postpone marriage, have fewer children, and make an income that she will invest back into 
her family (Jisun, 2016; Lamb & Yousafzai, 2013). If, however, a girl is deprived of education 
and opportunities, she is far more likely to become stuck in poverty, be forced into early 
marriage, and compromise the health of her family (Bhandari, 2019; Shah, 2011). There is also 
evidence that the very economic viability of a nation depends, to some extent, on the 
opportunities provided to girls for their education (Monkman, 2011). 
Education can be a simple answer to empower young women to pursue a positive 
development for themselves and their society. The fundamental significance of providing 
education to children is one of the motives for below initiatives including Education for All, the 
Millennium Development Goals, and the Sustainable Development Goals. Some of the 
international agreements that articulated this human right include the 1948 Universal Declaration 
of Human Rights, the 1976 Covenant on Economic, Social and Cultural Rights, the 1979 
Convention on the Elimination of All Forms of Discrimination Against Women, and the 1989 
Convention on the Rights of the Child. Taken as a whole, these conventions strongly advocated 
that limiting access to primary and/or secondary school deprives girls and young women of the 
universal right to education and equality. Although these agreements are from as long as 70 years 
ago, there is still so much that needs to be done in this area.  
Investing in girls’ education has been described not just as an economic issue but one that 
involves moral, ethical, and human rights issues (Kyomuhendo et al., 2018; Lamb & Yousafzai, 
2013; Winthrop & McGivney, 2015). Perhaps no other segment of our society “faces as much 
exploitation and injustice, and we owe girls our support as integral, yet overlooked, members of 
the human family” (Lloyd & Young, 2009, p. 3). If the 600 million adolescent girls in the 




sexual violence and HIV/AIDS, then cycles of poverty will not break (Murphy-Graham & Lloyd, 
2016). By exposing girls to educational opportunities and leadership training they are provided 
by tools and skills to make better choices and look outside their poor, rural communities and 
make plans for the future. “Girls’ education is a powerful force for catalyzing a virtuous circle of 
positive development outcomes” (Bongaarts et al., 2017; King & Winthrop, 2015; Kyomuhendo 
et al., 2018; Murphy-Graham & Lloyd, 2016). 
According to King and Winthrop (2015), there are several main benefits of girls’ 
education to society that clearly highlight its importance:   
• more educated women in leadership development programs creates more women 
leaders in society,  
• more education creates more work opportunities and causes economic empowerment,  
• more educated young women are healthier, 
• more educated mothers have better educated children, and  
• more educated women are more capable to protect themselves from economic 
setback. 
Research has indicated the need for urgent investments in the interest of political stability 
and socioeconomic development (Kyomuhendo et al., 2018). There is a positive connection 
between productivity and financial management in young women (Murphy-Graham & Lloyd, 
2016). Mothers who have five years of education are 40% more likely to have healthier children 
(Bongaarts et al., 2017). Research by Bongaarts et al. (2017) on fertility rates in 65 countries 
suggests that educating girls reduces the chances of infant mortality.  
For the reasons previously stated, along with the inherent moral issue related to gender 




opportunities for girls. This is a fundamental human right and an instrument for advancing 
health, economic, social, and overall development outcomes (Winthrop & McGivney, 2015). 
Women’s Barriers and Special Challenges 
In the next several sections, the focus will be on young women’s struggles in South East 
Asia especially Nepal. Nepal faces a number of economic, political, environmental and cultural 
challenges. It is one of the poorest countries in the region. It is a landlocked country sandwiched 
between the two hostile nations of China and India. Health care is limited, if not largely 
nonexistent, outside the capital city (Bhopal, 2019). There are so many distinct ethnic, cultural, 
and tribal groups, that it has been impossible to form a stable government. Corruption is 
entrenched in the governmental system. The caste system maintains the status quo keeping the 
privileged in power. Besides political problems, Nepalis frequently deal with environmental 
issues—the constant flooding from increased global warming, along with earthquakes, 
mudslides, avalanches, windstorms, hailstorms, glacial lake outburst floods, and fires 
(Government of Nepal, Ministry of Home Affairs, 2017).  
 In addition to these overarching obstacles, girls and women face many additional problems 
such as poverty, caste systems, religious prohibitions, menstrual health, forced early marriage, 
low daughter worth, unequal power relations, and patriarchal cultures, all of which instigate 
structural forms of discrimination and preventing women/ girls from accessing their fundamental 
human rights. Rapid changes in technology, economics, communications, climate, food and fuel 
prices, urbanization and natural disasters have contributed to alerting global attention to girls as a 
distinct cohort (Hendricks, 2014). The UN’s designation of 1995 as International Women’s Year 
and the 1976–1985 as the Decade for Women  shifted the way women were defined within the 




have been integrated into design and implementation of policies in various institutions. This 
policy approach, called gender mainstreaming, was instrumental to the emergence of numerous 
initiatives for girls’ empowerment and feminist movements. This shift of societal perspective 
toward women and their value and rights, was instrumental to the advent of many creative 
approaches to girls’ empowerment and significant activist endeavors. 
However, while feminist schemas were turned into policies, some of the fundamentals of 
gender equality were sacrificed. Gender mainstreaming (C. Moser & Moser, 2005) had both 
positive and negative impacts on this movement. Women's empowerment is a part of gender 
equality, which is one of the 17 Sustainable Developmental Goals (SDG) cultivated by United 
Nations. In 2015, 182 countries adopted this set of goals to end poverty, protect the planet, and 
ensure prosperity for all as a new Sustainable Development Goal. Before SDGs, Millennium 
Development Goals shifted the focus from women to girls as drivers of poverty reduction and 
brought attention to youth as an important marker of politics and economics.  
It is estimated that by 2025, 89.5% of the world’s youth population will be in developing 
countries (United Nations, 2018). From a developmental viewpoint, the increase of young people 
living in developing countries is both challenging and promising. It means billions of people are 
entering the global economy with few and limited skills and capabilities (Bongaarts et al., 2017). 
Research shows the urgency of investing in youth development for political stability and 
socioeconomic progress. Simultaneously, research has linked young women with higher 
productivity and financial management in developing countries (Kyomuhendo et al., 2018). 
Samandari et al. (2020) argued that educating girls would result in reduced fertility rates. A 
World Bank (2018) study of more than 100 countries showed that increasing girls’ secondary 




yield a larger return financially due to reduced fertility rates, better health outcomes, a productive 
work force, and a stimulated economy. However, girls were the last to be reached by a 
development funding and the least touched by advances in legislation and policies (Samandari et 
al., 2020). Early marriage, early pregnancy, malnutrition, less education, school dropout, sexual 
exploitation, trafficking, higher vulnerability to HIV, traditional practices like menstrual huts and 
unsafe abortions are just some of the manifestations of discrimination against girls.  
Poverty in Nepal 
As mentioned previously, according to the United Nations Development Programme 
(UNDP, 2016) Nepal is one of the poorest countries in South Asia with over 30 million people, 
two thirds of whom live in poverty. It is landlocked, corruption is rampant, political strife with so 
many ethnic groups, caught between India and China, no natural resources, plus the 10-year civil 
war (1996–2006) affected most of the Nepalese population, particularly women from 
marginalized castes and ethnic groups in rural areas (Parker et al., 2014). Decades of neglect in 
female education has resulted in female literacy rates as low as 59.7% in 2018 compared to        
78.6% for males (UNESCO, 2018). It is one of the few places in the world where women have a 
lower life expectancy than men because it ranks as one of the highest for maternal mortality 
(WHO, n.d.). 
In Nepal, the basic human needs of most children such as access to clean water and 
healthcare, are not being met (UNESCO, 2018). Infant mortality rates are high—27 per 1000. On 
average, only about three-quarters of the population has access to safe water. Around 40% of 
young children growing up in Nepal have not been fully vaccinated against polio, tuberculosis, 
DPT, or measles. With more than half of the adult population unable to read, and only 62% of 




However, girls’ access to primary schooling in Nepal has increased in recent years in 
proportion to that of boys. Female enrollment in schools is approaching the same level as males 
(UNESCO, 2018). Recent data indicate primary school attendance for girls is now 74%, 
compared to the boys at 86% (Karki Nepal, 2016). Yet, despite the increase in enrolment rate of 
females within formal schooling, the dropout rate for girls is extremely high. In the context of a 
post-conflict society, there are still significant barriers to girls staying in school and progressing 
to tertiary education. 
As of 2011, approximately 25% of Nepali people live on less than $1.25 a day and 57% 
on less than $2 a day (Asia Development Bank, n.d., p. 1). Poverty is 35% more in rural areas 
compared to 10% in urban areas (Asia Development Bank, n.d). The Human Development Index 
(HDI) holds at 0.509 in urban areas and is lower in the rural areas (UNDP, n.d.). Women are 
more exposed to poverty because of gender-based discriminatory practices such as early 
marriage, dowry, isolation, unequal access to transportation options and to economic resources 
such as property or bank accounts. Women experience more health issues than men due to giving 
birth and having less access to health and educational services. The number of women who 
participate in the political, economic, and professional fields is very small in the urban areas and 
even less in the rural areas. Only 6% of women are employed in the formal sector, and even in 
agriculture women’s wages are less than men; in 2012, only 19.7% of households had female 
landowners and that has not improved significantly in more recent years. In civil services and 
governmental jobs only 8% are women (M. Subedi, 2011).   
Gender based violence is widespread, deep rooted, and hidden, with estimates that as 
many as 75% of women including adolescent girls experience gender-based violence and abuse 




marriage has been reduced significantly since the 1980s and in spite of the laws against 
polygamy, many women are forced to accept co-wives.  
Caste System in Nepal 
There is still a very active caste system in Nepal, which has a negative impact on girls’ 
lives every day. Nepal’s caste system has persisted through some ideal social opportunities for it 
to be reconsidered and completely eliminated from the country’s cultural ecosystem. For 
example, when the Civil War toppled the monarchy, the new political system was the perfect 
chance for equal opportunity to be brought to all Nepalese regardless of their background, but 
that change was never even on the table for consideration.  
This means that, depending on their families’ hereditary line, including their wealth, 
power, influence, occupation, ethnicity, education and name, Nepali people will be placed into a 
group within society that will determine their prospect occupation, social status, income, and 
education including that of their families. For example, 81% of the government jobs are for the 
two highest castes, Brahmin and Chhetri (M. Subedi, 2011). There are 4 main groups—Brahmin, 
Kshatriya, Vaishya, and Sudra—and 36 castes in Nepal, as well as over 100 tribal groups 
speaking 92 languages.  
Being from a lower caste is important in determining the Nepali families’              
decision-making about their girls’ enrollment in school (Ong et al., 2019). In a diverse country 
like Nepal, the status relationship within an ethnic group and between groups of different castes, 
is directly related to the particular corpus of beliefs concerning ethnic purity and pollution. These 
beliefs in turn prescribe and govern behavior. The residents are keenly aware of how their ethnic 
ways influence their lives. More significantly, Nepali people also recognize the potential ways in 




although tradition and convention prescribe certain ethnic behavior, ethnic interaction carries 
with it tremendous potential to influence the lives of all in the community. Traditionally 
sanctioned behavior, perceptions, values, and attitudes of an ethnic group define the membership 
and attributes of the groups, guiding one’s active participation inside and outside the group 
(Baumann et al., 2019). 
Ethnicity, through education, expresses itself as power, as seen in a social structure 
imposed by the ruling elite in which the dominant Hindu ethnicity provides the main principles 
of organizing the social system. This education movement, powered by hegemonic ethnic 
concerns, is spearheaded by the Ministry of Education, which determines the language of 
instruction and the curriculum. Nepali, the national language and the language of the Hindu 
population, is designated as the language of instruction. Unquestionably, the relationship 
between the indigenous groups and ethnicity is one characterized by subjugation. Therefore, 
caste status, especially high-caste status, may be an influential element in the educational 
decision-making process (Mishra, 2019). 
Religion and Implications for Girls’ Education 
In Nepal, a religious system of ritualized beliefs in powers that are obeyed and 
worshipped, is inherently related to the ethnic cultural structure of caste: This impacts decisions 
for girls’ schooling. These structures promote certain assumptions about men’s and women’s 
roles in the ritual life of the community. This structure encourages social biases. Both Nepali 
men and women recognize religious control and accept it as part of their community and their 
lives. Both genders are familiar with the stories of creation and describe the significance of the 
gods and spirits in their supernatural world. However, they respect the gods and spirits and call 
or “remember” them in different ways and for different reasons. Men and women do not have 
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equal opportunities to worship the gods and spirits, nor do they participate in religious ritual at 
the same rate or for the same purpose.  
Insofar as there is structural inequality, the culture of religious agency—defined in terms 
of practitioners and nonpractitioners—is also bound by strict gender roles. The exclusionary 
practices of religion prevent or at least discourage women from engaging in meaningful and 
necessary decision-making practices. By disaggregating and dissecting the complexity of the 
religious culture, including religious worldviews and practices, layers of the cultural fabric are 
uncovered that help paint a more nuanced picture of the forces at work in the decision-making 
process pertaining to education for girls.  
Historically and traditionally, families rely on consultation with the spirits and gods to 
solve a dispute between members who could not reach a unanimous consensus on the enrollment 
of a daughter in the village school. In other words, women do not have the power to involve 
themselves in religious ritual, and, hence, do not have the power to influence that which 
transpires during the ritual and its outcomes. Lukes (2004) suggested that power includes the 
ability to exclude others, whether through the process of social forces and institutional practices 
or through individuals’ decisions. By investigating the ways in which women and men perceive 
religion and practice it, we uncover the ways in which the power structures ultimately govern the 
future chances for some girls’ schooling. 
Unique and Specialized Challenges in Nepal 
Worldwide, girls and women are 14 times more likely to die or be injured in a disaster 
than boys or men due to gender-based inequalities (Dhungel & Ojha, 2012; Fothergill & Squier, 
2018). Nepal is geologically vulnerable to various types of natural disasters such as floods, 




drought, most of which affect women disproportionately (Budhathoki et al., 2018; Government 
of Nepal, Ministry of Home Affairs, 2017). During and after a disaster, women and girls face a 
heavier load of domestic work as they are responsible for providing the family with its basic 
nutrition, yet they rarely have access to and control over the resources (Fothergill & Squier, 
2018). In rural areas they are even more vulnerable since they are highly dependent on local 
natural resources for their livelihood. Consequently, women suffer more than men from poverty, 
hunger, malnutrition, economic crisis, environmental degradation, health related problems, and 
insecurity (Fothergill & Squier, 2018). To add to the difficulties, it has been found that natural 
disasters and violence against women are related (Enarson, 2012; Fothergill & Squier, 2018). 
Historically women are considered as the most vulnerable among vulnerable (Standing et al., 
2016) and disasters intensify their vulnerability to a great extent.  
Women in developing countries are the worst sufferers of natural disasters due to their 
social status, cultural norms, lack of access to and control over resources, and lack of 
participation in decision-making processes (Fothergill & Squier, 2018; Standing et al., 2016). In 
a patriarchal society such as Nepal, women face different types of cultural barriers as well. For 
instance, one study reveals that traditional dresses like the sari increase women’s vulnerability 
during disaster (M. Dahal et al., 2020; Nishat & Rahman, 2017). In Nepal, women mostly work 
at home which is not often the safest place during disasters and increases vulnerability to 
accidents, disease, and death. During flood season, young women suffer from perinea rashes, 
urinary tract infection, and genital injuries (Standing et al., 2016). Usually, women are 
responsible for household chores such as preparation of food, caring for child and old people in 
the family, fetching water, collecting firewood and waste disposal which become double or triple 




In Nepal, girls are often forced to leave school in order to help with domestic chores and 
to take care of the younger brothers and sisters. Also, sometimes due to the damage of school 
infrastructure and road, and an inconvenient communication system, girls have to leave school 
and most of the time they do not start school again. As a result, most of the time in rural areas the 
parents marry off their underage daughters, just to reduce a hungry face from the family or to get 
some money (Alston et al., 2014). Therefore, disasters cause a significant barrier to a better life 
for women and girls in Nepal.  
Menstrual Health in Nepal 
Menstruation for girls in Nepal leads to exclusion, neglect and discrimination. Many girls 
do not have access to the basic human right of adequate hygiene. Unhygienic facilities and lack 
of supplies for menstrual hygiene causes many health issues for girls such as problems with 
reproductive organs. Negative cultural views and superstitions about menstruation are common 
in Nepal and basic knowledge of menstrual hygiene, in most villages, is very slim, which 
negatively impacts girl’s school attendance. 
Menstrual uncleanness beliefs are prevalent in Nepal, especially in the Hindu community 
(Cardoso et al., 2019), and vary across religion, class, social status and caste, but all women 
regardless of caste, are traditionally seen as contaminating through menstruation and childbirth. 
This leads to a number of exclusionary practices. Women and girls, for example, are not 
permitted to enter temples or have any physical contact with men whilst they are menstruating 
and are not allowed to look at their reflections during menstruation or use any public water 
supply (Nishat & Rahman, 2017). Amatya et al. (2018) found 72% respondents in Nepal 




The Chhaupadi practice, although illegal since 2005, is still practiced in parts of Nepal 
(Amatya et al., 2018; Cardoso et al., 2019; Ranabhat et al., 2015). This custom requires women 
who are considered impure to become banished from the household and required to sleep in a 
cow shed for the duration of their menstrual cycle. This has been directly linked to reproductive 
health problems due to poor hygiene and unsanitary conditions (Ranabhat et al., 2015). 
Chhaupadi also has a number of negative social impacts for women and has been identified as a 
contributing factor for the high prevalence of depression among women in Nepal (Cardoso et al., 
2019; Lamichhane et al., 2011). Women and girls are also at risk of attack from wild animals, 
snake bites, and from rape and sextual assault when so isolated (Nishat & Rahman, 2017).  
Menstrual taboos also affect income for women, especially as employment in rural Nepal 
revolves around agriculture. Often a week’s income can be lost each month (Murphy-Graham & 
Lloyd, 2016). Menstruation often affects school attendance, even in non Chhaupadi regions. 
Lack of private toilets or access to a water supply means that many girls do not attend school due 
to poor facilities or embarrassment (Cardoso et al., 2019). Social attitudes towards menstruation 
therefore provide a significant barrier to any initiatives introduced aimed at improving the 
situation for women and girls in Nepal (Bhopal, 2019; Kyomuhendo et al., 2018).  
Forced Early Marriage Issues 
Early marriage has significant consequences for the reproductive health and social and 
economic status of women (Bhandari, 2019; Nour, 2020). Early marriage is associated with 
negative reproductive health outcomes such as unintended pregnancy, pregnancy complications, 
low birth-weight, poor maternal health, and fetal and maternal mortality. A substantial literature 
has explored the social dimensions of early marriage in the developing world and its negative 




Joshi, 2020). Factors such as schooling and workforce participation have been consistently 
linked to marriage timing (Nour, 2020). Studies that explore schooling and work emphasize 
individual agency, focusing on the adolescent as the decision maker during these critical steps in 
the transition to adulthood. In Nepal, marriages are usually arranged by families, and young 
people often have little or no say in when and whom they wed. Despite Nepalese law prohibiting 
marriage before age 18, many girls marry as adolescents. Increased educational attainment for 
girls is widely credited as being the single most important reason for delay in marriage in most of 
the developing world. Several studies in South Asia substantiate the positive association between 
school attendance and delayed marriage (Bhandari, 2019; Manandhar & Joshi, 2020; Nour, 
2020). Evidence that early marriage deprives girls of education and encourages school dropout 
has been found in Bangladesh (Jisun, 2016).  
In a number of studies, women’s workforce participation is also postulated to delay 
marriage. As girls’ income earning potential increases, their status within the household and in 
society improves, giving them greater autonomy in marriage decisions (Bhandari, 2019; 
Manandhar & Joshi, 2020). If daughters remain economically productive and contribute to the 
household’s finances, parents are provided with economic incentives to postpone marriage 
arrangements. Daughters’ earnings enable families to delay marriages that would otherwise be 
expedited because of concerns about dowry or other marriage-related economic pressures.  
In Nepal, daughters are often considered economic burdens to the family, and marriage is 
essentially universal. By marrying daughters off early, families can avoid major expenses of 
raising and educating their daughters and shift the responsibility to their son-in-law’s family. 
Moreover, the practice of paying dowry, which increases in cost with a girl’s age, encourages 




Manandhar & Joshi, 2020). Pandey (2016) showed that early marriage is directly correlated with 
the early onset of sexual activity; this leads to early first pregnancy and childbearing in 
developing countries, particularly in settings where sexual relations and childbearing take place 
predominantly within marriage (Bhandari, 2019).  
In settings where childbearing is considered an important role for women and when 
contraceptive use is relatively low, early marriage is almost always a key determinant of early 
childbearing (Manandhar & Joshi, 2020). Beyond earlier and higher fertility, early marriage is 
correlated with a number of negative reproductive health outcomes for women. Married 
adolescents have poorer fertility outcomes compared with married young adults, including 
inadequate birth spacing, lower contraceptive use, and a higher number of unintended 
pregnancies (Pandey, 2016). Adolescent mothers are also more susceptible to health risks such as 
fistula, pregnancy complications, and death during childbirth (Bhandari, 2019). Finally, early 
marriage may have important implications for the incidence of abortion and sexually transmitted 
infections, including HIV/AIDS (R. Dahal et al., 2020). 
Low Daughter Worth in Nepal 
Strong preference for sons versus daughters follows from an interconnected mesh of 
economic, social, and religious factors that have been extensively discussed in the literature. 
(Banister, 1995; Gupta et al., 2003; Purewal, 2020). The relatively higher economic value of 
sons stemming from the dual concerns of parental postretirement economic security and dowry 
payments for daughters’ marriages, has been discussed as an explanation for son preference in 
Nepal (Pandey, 2016). 
In many patrilineal societies low daughter worth is predicting parent’s reproductive 




son preference. According to the Nepali women, they do not prefer sons over daughters, rather 
they feel forced to produce a son (Hatlebakk, 2017). In the context of dramatically lowered 
fertility young women feel the necessity of giving birth to a male in fewer overall attempts. The 
number of male children takes priority over the general discernment of having fewer children. In 
a patriarchal society like Nepal, parents prefer to raise a son who has the culturally accepted 
position, status and economic potential associated with the gender (Hatlebakk, 2017).  
Low daughter worth frequently influences behavior and result in gender biases that 
adversely affect girls' access to basic opportunities, health and survival. Nepal has been classified 
as having considerable levels of son preference, although daughters are wanted, sons are 
cherished because they continue the family name, they have more opportunities to find a job, can 
perform funeral rituals, stay with the family after marriage and are expected to provide support in 
old age for their parents. 
The literature suggests four distinct ways through which maternal education could be 
conducive to the survival of more girls. First, by making women more informed and aware about 
childcare, health, hygiene, and nutrition, education may lead to better informed decision-making 
regarding child well-being. Second, by providing skills for paid work participation, education 
could increase parental incomes and reduce future dependence on offspring, thus leading to less 
dependence on sons. Further, raising women’s paid work participation would also add to the  
self-worth of mothers, who may now have greater decision-making power to allocate resources 
toward girls (Harper et al., 2018). Finally, women with access to income may choose to bear and 






Household Work Versus Career for Women 
Throughout the world all too common that women are subjected to disempowerment 
because their household chores and family caregiving are not considered “real work” A women’s 
career is considered as an extension of household work (Shai et al., 2020). A significant number 
of working women sacrifice their career to take care of children and family. Though working 
women have to invest huge time to manage their dual jobs, patriarchal expectations prioritize 
men’s careers over women’s careers (Rai & Joshi, 2020). In addition, many working women 
may feel guilty attempting to juggle their job responsibilities with their household chores (Gram 
et al., 2018).  
Due to traditional cultural norms and practices, most household related responsibilities 
like cooking, cleaning, and childcare, are identified as only “women’s work” (Young, 2001,        
p. 2). Therefore, gender division of labor instigates discrimination, not only in reproductive 
activities within the household, but also in productive and community activities for women to 
achieve targeted position. In addition, to obtain a desired position, women have to face unequal 
hiring standards, fewer opportunities for training, and inaccessible resources. Ultimately, if they 
arrive at their preferred position, then they face unequal pay for equal work, segregation, unequal 
participation in economic decision making and unequal promotion prospects compared with men 
(Rai & Joshi, 2020). 
Since the 1980s, women’s participation in the labor force has increased gradually but not 
their achievement of managerial or leadership positions (Gram et al., 2018). All indicators of 
development show that women have an unequal share in the benefits of development and they 




 Furthermore, the disempowerment that Nepali women experience in creating balance 
between housework and outside employment is more prevalent due to the patriarchal culture, 
poverty, low daughter worth, and the other barriers (Rai & Joshi, 2020) described in previous 
sections. Most South East Asian cultures are collectivist and familial, expecting women to 
assume primary responsibility for the family. Research suggests that the exposure and 
opportunity in organizational and in personal context would help Nepali women build confidence 
to perform better for career growth, education, and learning skills through mentorship programs 
or leadership trainings (e.g., Schenk & Schröder, 2018). In the next section, I look at the 
discrepancies of Western women’s empowerment programs implemented in Nepal that fail to 
consider the country’s unique cultural and socioeconomic barriers.  
Discrepancies Between International Versus National Policies to Empower Women in 
Southeast Asia 
In this section, I look at the discrepancies of Western women’s empowerment programs 
implemented in Nepal that fail to consider the country’s unique cultural and socioeconomic 
barriers. The present study and literature review focus primarily on the challenges, policies, and 
programs in Southeast Asia, mainly concerned with the situation in Nepal. Most of the existing 
programs implemented in Nepal to support women have ignored many of the cultural differences 
between East and West such as individualism versus collectivism. In Western societies personal 
achievement is valued more than group efforts. On the other hand, in the East, family and 
community are more important than the individual (Vignoles et al., 2016). 
National educational policy in Nepal has followed international educational guidelines 
and created programs with a very narrow vision, ignoring cultural differences that hinder the 




standards. The analysis of Nepal’s educational system uncovers the need to pursue a wider angle 
and deeper perspective in creating future educational policy so that the fundamental elements of 
social life are incorporated as an integral part of the equation that accommodates the needs of 
young women and girls (Kyomuhendo et al., 2018). There is a fundamental need for a more 
egalitarian, representative system that acknowledges and grapples with the complex elements of 
social, cultural, religious, economic, and political structures that shape the gendered world in 
which women live. It is crucial to pay a close attention to the power embedded in family and 
community settings, and the presence of international nongovernmental organizations (NGOs) 
and governmental agencies. Both family and community strongly influence the process of 
implementing gender-equal educational policy.  
 Research shows the necessity of multidisciplinary programs that recognize the 
importance of social and cultural factors (Murphy-Graham & Lloyd, 2016). A major flaw in 
many research efforts is to dismiss, or worse, ignore the pertinent information and constructive 
ideas from complementary disciplines. Especially in educational research, few investigators 
devote extensive consideration to empirical findings and theoretical frameworks from other 
social scientific disciplines (Singh, 2016), even though the need for interdisciplinary studies has 
been identified by early and contemporary researchers (Lai et al., 2017). The use of social theory 
may well strengthen international educational studies by linking objective and subjective 
perspectives with macroscopic and microscopic parameters (Wilkins & Olmedo, 2019). 
 Organizations that are developing women’s empowerment programs must acknowledge 
the larger sociohistorical elements such as gender, ethnicity, ethnic interaction, and religion that 




social hierarchy, sexual segregation) that limit access to education and upward mobility. This, in 
turn, limits many educational choices for young women and girls.  
Consequently, in Nepal, there is one-sided and top-down educational policies organized 
and perpetuated by the Hindu, the higher caste majority that support the government’s 
ideological and political mission to nationalize the country according to self-serving and 
restrictive guidelines. This translates into a curriculum based on the national language (Nepali), 
dictated by development agencies ignoring those elements mentioned above. Such ideologically 
and politically charged policy does not accommodate the interests of the adults who will make 
the decision to enroll and retain children in school, thereby limiting the chances that some 
children will benefit from its service. In particular, girls’ education is adversely affected and 
hampered when an educational policy is not properly underpinned by a sound philosophy based 
on a comprehensive and integrated understanding of Nepal’s society and individuals.  
Most leadership trainings and workshops for young women and adolescents focus on 
advocacy (Gardner et al., 2019), entrepreneurship, authentic leadership (Landesz, 2018), 
sustainability practices, creating ethical workplaces, and awareness of bullying. On the other 
hand, marginalized girls in South East Asia face challenges that have been resolved many 
decades ago in the United States or western Europe (Gardner et al., 2019). Challenges such as 
access to basic education and hygiene, dealing with patriarchal cultures, avoiding pressures from 
family to get married, and learning enough leadership and interpersonal communication skills to 
find a job and keep it. For these girls, most of the leadership training can be paradoxical since 
their culture, upbringing, and media is promoting passiveness, motherhood, consumerism, and 




the most common reasons women in the West take leadership trainings (Offermann & Foley, 
2020). 
Women’s Resilience and Empowerment 
In this section, the importance of women’s empowerment through education and 
mentorship programs is discussed. Empowerment has been described as expanding the ability to 
make wise and strategic choices in their lives, especially when these options have been 
previously denied to them. Stromquist’s (2015) model of women’s empowerment described four 
dimensions: economic status, political aspects, knowledge, and psychological factors. In 
developing nations, economic and legal rights of women are often curtailed making it far more 
difficult for them to own property, pursue professions, and even have access to bank accounts. 
This not only makes it difficult for them to become independent and self-supporting but reduces 
their status and makes them more vulnerable to health problems and violence (Duflo, 2012; Shai 
et al., 2020). From the political lens, being elected as a political representative gives them a voice 
that can be used for their advancement and the improvement of gender relations in society. The 
gender gap in land ownership is the main contributor to the gender inequality in economic 
prosperity, social status, and gender parity (Van Bavel et al., 2018). But providing only funding 
for these causes, without accompanying mentoring and modeling, is often inefficient. Therefore, 
political empowerment is as valuable as economic empowerment.  
Economic empowerment is defined as women’s ability to secure decent jobs on a 
sustainable and long-term basis and accumulate assets (Khatiwada et al., 2020). This comprises a 
woman’s control over their money, and family resources and assets which increases their 
independence (Malhotra, 2004; Stromquist, 2015). In the long-term, economic empowerment 




positively influences social norms against women, such as education level, marriage age, and 
women’s access to modern transportation and social spaces (Malhotra, 2004). 
Psychological empowerment denotes that women are capable of cultivating their own life 
by taking actions towards improving their self-esteem, self-confidence, and self-efficacy. This 
initiates psychological well-being which help them to break the bonds of victimhood (East & 
Roll, 2015; Malhotra, 2004). For example, a study on the Buddhist nuns in Nepal shows that they 
can feel empowered by articulating and sharing their own narrative stories and experiences, as 
well as by learning about Buddhist women who teach by their own example (LaFever, 2017). 
This study explored how their roles and identities as Buddhist nuns have evolved in increasingly 
empowering ways, and what they indicated was possible to achieve to fulfill their monastic 
responsibilities in individual, local, and global contexts (Lafever, 2017).  
Cognitive empowerment means that women should distinguish the roots of their 
subservience, including personal, cultural or social reasons. Women need to understand the 
sources of disparity  and have to gain knowledge about their legal rights, health rights and sexual 
rights (Khatiwada et al., 2020).  
The results of these studies on forms of empowerment are consistent with my own 
experiences in Nepal to provide safe spaces for exploration, discussion, reflection, and mutual 
support is a significant part of empowerment (Safari & Kottler, 2018). Women need 
opportunities to share their stories freely and securely with one another, especially when they 
have been subjected to abuse and neglect outside the safe space of their group. One of the 
proposed models for empowerment is based on Freire’s theory of empowerment education that 
consists of listening-dialogue-action cycles to help the participating members reveal their values, 




approached the topic by introducing a term “creating capabilities.” The capabilities approach is 
about basic social justice and focuses on choice or freedom. Wallerstein (1992) stated, 
“Empowerment is a social action process that promotes participation of people, organization and 
communities in gaining control over their lives in their community and larger society” (p. 197). 
This definition considers empowerment as a group collaboration in gaining power to bring a 
change (Shain et al., 1999). 
Empowerment entails change. Based on the above definition, empowerment is the ability 
to make choices. For change to be manifested, one needs to have options of choice. 
Empowerment includes three interconnected components: agency (decision-making, and 
negotiation), resources, and achievements (Kabeer, 2017). Agency means exercising choice, in 
ways that challenge power dynamics. Because of the impact of personal beliefs and values in 
decriminalizing disparity, a process of empowerment often begins from within. Resources are the 
medium through which agency is exercised such as relationships or institutions. Achievements 
refers to the extent to which people live the life that they want and reach their potentials. For 
example, participating in waged work could be regarded as evidence of progress in women’s 
empowerment. 
These three dimensions do not only address blatant disparity but are used to introduce 
extensive programs to create change in the face of persistent patriarchy. They represent the 
pathways through which the process of empowerment can occur. Institutional transformation 
moves from individual to collective agency, from private negotiations to public action, and from 
the informal sphere to the formal arenas where power is legitimately exercised. One way to 
address this transformation is providing mentorship for young women in different areas such as 




interpersonal communication, among others. It would appear that providing such instruction, 
modeling, and supervision may significantly improve the opportunities of girls and young 
women to not only improve their own lives, but also that of their communities. 
Additionally, NGOs have had a significant role in providing women’s empowerment 
programs, assisting women to acquire and develop leadership skills and behavior, and move into 
leadership positions (Mahmud, 2018). NGOs such as Cooperative for Assistance and Relief 
Everywhere (CARE), Bangladesh Rural Advancement Committee (BRAC), Let Girls Lead 
(LGL), Mothers and Daughters Raising Expectations (MADRE), and Self Employed Women’s 
Association (SEWA), are just a few examples of innovative programs that helped women to 
break the cycle of poverty and provided leadership development programs to women and 
adolescent girls. 
In spite of all the difficulties in Nepal as a country, and the plight of women because of 
all these challenges, there are still NGOs that provide support, mentoring, and education for girls 
to change their lives. Programs offered by NGOs have some weaknesses and strengths. For 
instance, ELA and ENG programs were facilitated by people from a different culture; however, 
what will be offered in this dissertation study is particularly different. The main divergence from 
past work is that the marginalized girls are involved from the beginning of the design of the 
programs. The key reason V-PAR was chosen as the approach for this dissertation was because 
the methodology itself is empowering for participants and give them even more voice. 
The Prominence of Mentorship Programs to Empower Women 
The positive impact of mentoring programs in developing women leaders has been 
attested through numerous studies (Ellerson, 2020; Scoggins et al., 2018; Shalka, 2017; Snowden 




systematic gendered culture of the world as one cause of underrepresentation of women in 
leadership (Offermann & Foley, 2020). They suggest that it is not about women’s lack of 
ambition or capacities, but rather, the consequence of limited opportunities created by the social 
and structural arrangements that inform women’s choices and possibilities relative to their male 
colleagues (Kabeer, 2017).   
Many recent studies have shown the importance of a mentor in a person’s life throughout 
their lifespan (Block & Tietjen-Smith, 2016; Norris et al., 2017; Shalka, 2017; Surawicz, 2016). 
The origin of mentoring stems from the cultural legacy of the mentor-protege relationship. 
Mentor is the symbol of wisdom, integrity, and personal investment. It is required that proteges 
honor the differences in maturity and circumstance that separated them from their mentor. The 
relationship between mentor and protege was extremely personal and mutually courteous, even 
though it was fundamentally unbalanced in power and responsibilities (Shalka, 2017). Early 
(2020) traces the transformation of mentor-protege to apprenticeships, when a more practical, 
less comprehensive concept of mentors emerged, linking mentors primarily with career and less 
broadly with adult maturation (Norris et al., 2017; Block & Tietjen-Smith, 2016; Surawicz, 
2016). Mentor is a teacher, sponsor, role model, confidante, coach, advisor, and agent          
(Turner-Moffatt, 2019). This is not just a one-sided collaboration but rather a reciprocal 
relationship in which both participants influence and impact one another’s lives (Shalka, 2017).  
Mentoring is a process performed through action, defined by the types of support 
provided by the mentor to the protege (Early, 2020). Key characteristics of this dyadic 
relationship have been described as: (a) career functions, which include sponsorship, coaching, 
protection, and providing exposure, visibility, and challenging assignments; and (b) psychosocial 




(Turner-Moffatt, 2019). The mentor provides feedback and guidance regarding skills and 
personal development for the protege (Shalka, 2017). It has also been demonstrated that certain 
characteristics of effective mentors are especially important, including accessibility, friendliness, 
sense of humor, patience, interpersonal skills, approachability, and professional development 
abilities (Snowden et al., 2018; Yount et al., 2018). Knowing the importance of a mentor is 
paramount as it assists the mentees in seeking direction from a model or personal lifecycle 
navigator. 
A study was done for National Mentoring Partnership on the impact of mentoring on 
young adults (Civic Enterprises et al., 2014). Although this sample from the United States is 
quite different from its South Asian counterpart, young adults who had mentors reported setting 
higher educational goals and were more likely to attend college than those without mentors. 
Young adults who have mentors, particularly those at-risk, are more likely to report engaging in 
productive and beneficial activities such as in sports or extracurricular activities than youth 
without a mentor. At-risk young adults with a mentor are more likely to hold a leadership 
position in a club, sports team, school council, or another group (51% versus 22%). They are 
more likely to participate voluntarily in the community events (48% versus 27%). The youth 
benefit the most from longer mentorship programs based on their feedback (Shalka, 2017). The 
research shows that young people also believe mentorship helped them to gain the support and 
guidance they need to create a fruitful life (Turner-Moffatt, 2019). 
Regardless of the cultural context, one of the most important aspects of mentorship is the 
interactions with faculty, staff, peers, or others who serve a leadership/instructional role 
(Scoggins et al., 2018). Early (2020) highlighted the importance of engaged mentors in this 




mentorship in developing socially responsible leadership capacity in college students. Once 
again, although the cultural context of their experiences is quite different from the situation in 
Nepal or other South Asian countries, the study still featured three mentorship variables that 
appeared significant in predicting increased leadership capacity. This included the type of mentor 
(e.g., faculty, staff, employer, or peer), and the reason for mentorship such as mentoring for 
leadership empowerment, and mentorship for personal development.  
Many NGOs are providing mentorship programs to girls and young women around the 
world. Since most of these programs are conducted and organized through charitable activities 
and volunteerism, the attitude of the proteges towards receiving help can also be a key factor. 
There are many aspects of mentorship to study; however, in this section, the help-giving aspect 
of mentoring is examined that highlights the social construction of helping (Block &                  
Tietjen-Smith, 2016). From the perspective of NGOs in developing countries, It has been found 
that the two most significant contributing factors are the mentees' attitudes towards help and the 
complex host of individual and social circumstances (Mahmud, 2018). This literature begins to 
account for the occasions on which help is sought or not, offered or withheld, accepted or 
rejected. 
The previous review and discussion have made clear that girls and women face so many 
difficulties related to discrimination, institutional policies, cultural practices, stereotypes, power 
hierarchies, and other factors that make mentoring programs even more important to change 
these patterns (Scoggins et al., 2018; Snowden et al., 2018). It is absolutely crucial that women 
are better equipped for future leadership roles (Ellerson, 2020; Yount et al., 2018). That is why 





Education for Empowerment: Reports From Around the World 
Empowering adolescent girls through education has become a priority goal of multiple 
stakeholders, including aid agencies, nongovernmental organizations, foundations, and 
corporations. Research shows, educating girls is one of the most powerful force to transform 
societies, and the way to break cycles of poverty in just a single generation (Hatfield & O’Neill, 
2018; Kristof & Wudunn, 2014). Singh (2016) proposed that schooling leads to social change by 
imparting skills and fostering other individual changes that alters women’s patterns of social 
participation. In schools, girls acquire aspirations, identities, skills, and models of learning that 
eventually affect their decisions regarding reproduction, child rearing, and health behaviors.  
Many NGOs are working to improve the quality of education, sometimes by creating 
formal educational alternatives, or by creating informal alternatives such as mentorship 
programs. These programs are designed to improve girls’ skills, both to reduce the risks and 
challenges they confront during adolescence, as well as to enhance their social and economic 
assets as adults. Organizations are only beginning to conceptualize the process by which 
education can promote adolescent girls’ empowerment (Hatfield & O’Neill, 2018). For example, 
international organizations working in this field, such as Cooperative for Assistance and Relief 
Everywhere (CARE) and Room to Read, have developed different frameworks to provide 
empowerment and guidance for young women. CARE’s programs focus on agency, structure, 
and strategic relations for adolescent girls and older women. Room to Read has an adolescent 
girls’ educational and empowerment programs in nine different countries, consisting of 10 core 
life skills that help women to negotiate key decisions (CARE, 2019). 
In developing countries where formal schooling is not possible for all girls, sometimes 




mentorship programs could be the only educational opportunities for girls that can empower 
them to find a job and provide for themselves (Singh, 2016). Education does not only mean 
formal schooling. Even the nonformal education can be empowering for women. As one 
example, in Kenya women with at least four years of education were capable of understanding 
and implementing the instructions for using oral rehydration salts (Kober, 2016). In Nigeria, 
educated women learned more about family planning, diseases and prevention through an 
informal education program (Morley & Crossouard, 2015). Another study in rural Zimbabwe 
found that among the factors that increased the likelihood of women accessing contraception 
were education and paid work (Langhaug et al., 2003). In rural Nigeria, 96% of women with 
more than five years of education, searched for care and recovery after birth (Kemi & Jenyo, 
2016). These lessons did not only relate to health considerations since another study in West 
Bengal found that educated women handled domestic violence issues more effectively (Sarkar, 
2017). It is clear from these programs that both formal schooling, as well as informal education 
and mentoring programs, can increase women’s capacity to deal with life challenges.  
Certain characteristics make mentorship programs more helpful for young women. 
Optimal programs appear to feature several important components: a learning environment that 
is physically, materially, and socioculturally conducive to learning; an atmosphere that promotes 
a sense of dignity and equality with others; experiential, hands-on learning that requires 
constructive action and the application of new skills; and competencies that foster critical 
thinking and knowledge acquisition, as well as the development of personal and leadership skills 






Limitations of Education for Empowerment  
In spite of the value of education for promoting a greater sense of women’s 
empowerment, there are also some limitations such as racism, sexism, religious traditions, 
especially in cultural contexts in which women’s roles are defined purely as instruments of 
reproduction (G. P. Kelly & Nihlen, 2017). Policy makers often see the benefits of educating 
girls in terms of improving family health, rather than preparing women for a more equal place in 
the society (Apple, 2017). Additionally, in countries like Nepal, female students are treated as 
second class citizens who are not accorded a fair share of respect and recognition based on 
gender or caste. The absence, or marginal presence, of female teachers is a great problem in 
many areas, limiting role models for young girls and reinforcing the male dominance of public 
services. The content of the educational curriculum also mirrors social inequalities. Gender 
stereotyping strengthens conventional gender roles in society and creates a rigid ceiling for the 
girls’ imagination on who they want to be and what they want to do in their future (Vial et al., 
2016). 
It has been assumed that increased access to education plays a transformative role in 
creating gender identities but this is not necessarily the case (Stromquist & Monkman, 2014). 
Schools and processes of learning can operate both to sustain, as well as to transform inequalities 
(Unterhalter et al., 2014). It is important to remember that schooling does not necessarily endorse 
gender equality; in many cases, the opposite is true. For example, from kindergarten through 
postgraduate education, math or science is a measure of equity. Unknowingly, the current 
conventional programs are reinforcing traditional standards on girls rather than exploring the 
areas that girls can excel and thrive. Many educational systems devalue young women’s 




disparity. In order to improve access to education for women, considerably more social-
questioning and self-assessment of biases about women’s abilities are required. Promoting 
gender equality and empowerment through education is often multi-layered, requiring changing 
the mindset of parents, regional and national governments, and cultural norms in developing 
countries.  
The role of informal education serves a number of purposes, assisting adolescent girls 
who have missed out on school at the appropriate age and need to catch up and reenter the formal 
education system, at either the primary or secondary school level. Hence, it can complement 
formal schooling. Second, ad hoc schooling can also serve as an alternative to formal education 
for those girls who have missed school altogether, dropped out before learning the basics, or 
opted out of secondary school due to academic or financial reasons (Hatfield & O’Neill, 2018). 
These alternative programs help with basic education curriculum and academic skills but also 
with life and vocational skills, including leadership training for girls. Providing formal or 
nonformal education, will empower adolescent girls to expand their competencies both to reduce 
the special risks they face during adolescence and to enhance their social and economic assets as 
adults (Murphy-Graham & Lloyd, 2016). 
Feminist View of Girls’ Education in Nepal 
 One framework that appears to be especially appropriate for the subject of women’s 
empowerment is feminist thinking (Gram et al., 2019; Kerner, 2017; McCarthy, 2017). This 
approach aims to understand the working of the social world by including dynamics related to 
gender, power, and social roles (Meagher, 2019). Feminist scholarship brings women’s voice 
into the conversation about reality and life, by exploring the multiple and complex pathways of 




literature is based on the feminist theories illustrating that women’s unequal status and social 
position could be attributed to their exclusion from the public sphere, largely due to the socially 
sanctioned division of labor between the sexes. Women’s advancement, or development, can be 
achieved primarily by their access to a wider range of occupations, that will eventually bring 
them positions with greater decision-making power. Today, liberal feminists, guided by 
economic imperatives, promote the accessible availability of diverse occupations for women 
(Pilcher, 2017).  
One approach, Marxist feminism, challenges the assumptions and operation of capitalist 
society as the principal cause of women’s oppression (Hartsock, 1983/1997). The very nature of 
the economic order, which favors males in a superior position, places women in an inferior 
position. In particular, Marxist feminism concentrates on how women perform domestic labor at 
no financial gain and explains how women are excluded from economic endeavors that generate 
power (Oksala, 2013). Similar to Nepal, women are treated as lower class citizens who are not 
accorded a fair share of power and recognition. 
Many feminist scholars provide a different and helpful perspective from which to analyze 
women’s position in society. First, theoretical positions that ground much of the literature do 
lead to partial and distorted representation of knowledge producers which are mostly men. The 
reason is that it still often relies on male-dominated and male-oriented history to provide the 
empirical basis for its theories (Harding, 2016). Therefore, it often gives a partial and biased 
depiction of knowledge producers. Data are often gathered in two ways, both of which are highly 
biased. In the first approach, Western European and North American theories that have been 
developed primarily by older men from the privileged or dominant class (i.e., Charles Darwin, 




as the foundation for studies. In addition, the vast majority of traditional survey questionnaires 
usually feature the voices of men. Women’s voices are rarely reported. Second, and to an 
alarming extent, the literature has failed to explore, examine, and report the marginalized voices, 
that is, woman’s voice, especially those from other cultures. Which is why historically 
knowledge generated by women’s voices is seldom used as a force that leads and guides our 
studies of the causes of women’s oppression (McCarthy, 2017).  
 Leadership training, and development of a leader’s identity is mainly shaped by the 
culturally available ideologies about what it means to be a leader, much of which is highly 
masculine in patriarchal cultures such as Nepal’s (Gardner et al., 2019). Developing women 
leaders requires a foundation of confidence from which women can establish credibility in a 
world that is deeply conflicted about their position and authority (Devnew et al., 2017). 
Additionally, discrimination against women because of traditional and cultural social norms does 
not help that essential confidence to be developed (Knipfer et al., 2017). In Nepal, leadership 
training can be paradoxical for women whose culture is promoting them becoming passive 
housewives. One’s community, and the cultural practices of that community, are integral to 
learning and developing leadership skills. Nepali women culturally spend more time at home due 
to poor public transportation, lack of childcare facilities, and work which takes men out of the 
community for extended periods. In addition to patriarchal culture and practices, lack of personal 
development time and affordable childcare are also major constraints on women’s equal 
participation in leadership training and workshops and limit their equal access to these kinds of 
projects’ benefits. The successful implementation of a leadership development workshop 
requires that the researcher clearly understand local culture and obstacles, and actively strategize 




 The literature and research often put forth Western notions of cultural, economic, and 
political circumstances (caste, class, race, and religion) that shape women’s oppression 
(Stromquist, 2015). While caste, class, race, and religion (or others) may indeed be sources of 
women’s oppression, it is not only unfair, but also ethnocentric to impose personal 
interpretations of these social structural influences as causes of women’s oppression. Western 
scholars (Harding, 2016; Offermann & Foley, 2020) often defend this position by stating that 
women may not be aware of their subordination within these social structures, unless we provide 
the “proper” interpretations and expose their egregiousness. 
Many feminist theorists, such as Harding (2016), Adkins (2018), and Ahmed (2017) have 
expressed the need to go beyond the crisis of reason and conventional notions of objectivity to 
question the assigned inferiority and subordination imposed on women (Hirsch & Keller, 2015). 
While the process develops a women-centered approach to knowledge recognition, it embraces 
and critically evaluates opinions of all players in the social system.  
In the context of Nepal and its patriarchal culture, feminist views are pretty rare, and 
perceived as threatening. There might be risks involved if a woman decides to take on feminist 
views and promote them. Even women from a higher caste who benefit from lower caste female 
workers play a role in enforcing the patriarchy. This shows the importance and the risks of 
developing a leadership workshop for young women in Nepal to empower them to find their own 
voice.  
Leadership Development 
This section of the literature review provides an overview of the research that informed 
the researcher’s rationale on the topic of leadership development and an examination of the 




thinking as well as using contextual frameworks. Studying the development of women’s 
leadership programs informed the literature review to look at the factors, including social barriers 
and patriarchal culture, that impact the creation and design of leadership programs for women in 
marginalized communities. In Chapter V, after analyzing the findings, I decontextualized the 
findings of the research on leadership development issues related to the marginalized women in 
comparison to leadership development in general public. I also discussed the significance of           
V-PAR on providing leadership training for marginalized women in developing countries. 
There is a large demand for leadership development programs and there are various 
leadership theories that have been developed in the past decades which transformed the 
definition of leader and leadership. A search of the Academic Database of published articles and 
books using the term “leadership” returned over 4 million articles. For example, Deschamps et 
al. (2016) defined a leader as an individual who serves to transform her follower’s ways of 
seeing, thinking, and acting to face their challenges.  
Leadership has been associated with various competencies including strategic thinking, 
having a vision, inspiring and engaging followers to pursue a collective objective, humility, 
focusing on the purpose of the organization and on the well-being of the followers (Cullen-Lester 
et al., 2017; Martinelli & Erzikova, 2017; Turner & Baker, 2017). Considering these 
competencies that enable a leader to address the challenges faced by an organization, lead us to 
examine the development of such capacities (Roupnel et al., 2019). 
There is a distinction between leader and leadership development (Dalakoura, 2010; 
Turner & Baker, 2017; Wiggins & Smallwood, 2018). Leader development is a lifelong learning 
process depending on each individual’s life journey and climaxing in an individual’s discovery 




relationships, social capital, building commitments, and growing the capabilities of others 
(Cullen-Lester et al., 2017). Leadership development can be defined as a process whereby 
facilitators use a series of mental activities designed to provide insight for participants to learn 
and experience themselves as leaders and thereby promote the transfer of skills and 
competencies that transforms their lives (Kotlyar et al., 2015; Maheshwari & Yadav, 2018). 
To see how leadership theories have helped or hindered women’s leadership aspirations, 
we examine transactional and transformational leadership theories on how each theory has 
contributed to an awareness and acceptance of women’s leadership development (Begum et al., 
2013). The early leadership studies on transactional leadership theory defined leadership in a 
male context and suggested men, more than women possess the characteristics required to be an 
effective leader. However, in the 1990s, the literature began to link the leadership styles with 
particular pursuits associated with women (Eagly & Johnson, 1990; Rosener, 1990). As a result, 
this research caused women to advance further in their careers. The introduction of the 
transactional and transformational leadership theories into contemporary leadership theory 
provided a platform for observing gender differences in leadership styles and development.  
In 2003, research on transformational leadership style confirmed that it characterizes a 
feminine model of leadership, built around cooperation, lower levels of control, collaboration, 
and collective problem solving and decision-making. Later on, Powell and Graves (2003) 
concluded that “women are better suited than men to serve as leaders in the ways required in the 
global economy” (p. 93). This was the beginning of a new trend for organizations to start looking 
at different leadership development programs for their male and female employees.  
The difference between leadership development programs and women’s leadership 




masculine leadership by using transactional leadership theory. On the other hand, women’s 
leadership development programs promote development of the relational self, and               
identity-based leadership by using transformational leadership theory. This suggests that 
women’s leadership development programs continue to offer significant support for women in 
developing their leadership skills (Sugiyama et al., 2015). 
Hannah et al. (2008) argued that leadership development is a self-reinforcing process. 
Women in a patriarchal culture who were not socialized to self-identify as leaders are not 
comfortable to be or see themselves as leaders. These women lack the confidence to exercise 
their voice and offer opposing views. They are used to being the passive recipients of instruction. 
Therefore, they might need more time and support to progress from learning simple leadership 
skills to more complex leadership skills (Rai & Joshi, 2020). 
Consequently, leadership development programs for marginalized women in Nepal will 
be different from the leadership development programs for female participants studied above. 
That’s why the six leadership programs that have been discussed in this proposal: ELA in 
Bangladesh, Champions in India, KGBV in India, ENG in Nepal, LGL in India, and Her Turn in 
Nepal.  These were chosen based on similarities in cultural context and the challenges the 
participants are facing.  
While the programs discussed below are distinct from each other, they are similar in the 
purpose of their designs which are to empower young women in Southeast Asia. The leadership 
development programs mentioned in the next section focus on interpersonal relationships, 
effective communication, collective and individual reflection, creating safe spaces, and various 





Exemplary Mentorship Programs for Young Women in South Asia 
In the following sections the review describes several programs in South Asia that are 
focused primarily on assisting and mentoring girls and women to improve their educational 
opportunities, career prospects, and sense of empowerment. Although the cultural contexts for 
each country are unique, and the needs of young women varied, there are also many similarities 
between the kinds of issues that are faced, as well as common obstacles. 
The four programs are, ELA in Bangladesh, Champions in India, KGBV in India, and 
ENG in Nepal. Each focused on a different area of leadership, growth and development 
necessary for young women to elevate their leadership skills. These programs were picked for 
three main reasons. First, the wording of the programs was simple enough to be understandable 
for participants with English as their second language. Second, these programs all have easy to 
follow directions for both facilitators and participants. Third, in my experience, some 
organizations are reluctant to share their syllabus with other organizations, however the selected 
programs were willing to do so.  
Mentorship Programs in Bangladesh  
The People's Republic of Bangladesh is a country in South Asia. While it ranks 92nd in 
geographical area, it is the 8th-most populous country on earth with a population nearing 163 
million. This makes it one of the most densely populated countries in the world. Bangladesh is a 
nation that shares many similarities to Nepal such as high poverty, caste systems, religion and 
implications of it, poor healthcare, high illiteracy in women, forced early marriage, low daughter 
worth, unequal gender power relations, and patriarchal culture. 
 The ELA program was developed for adolescent girls who are attending school, as well 




provision of life skills education (personal and social competencies) and livelihood 
skills/vocational training (productive competencies). This reflects Murphy-Graham and Lloyd’s 
(2016) framework of core competencies and core conditions. 
 ELA began in Bangladesh in 1993 under the name of Adolescent Development Program 
(ADP). The ELA program typically includes 20 to 35 girls, ages 11 to 21 (Kober, 2016). The 
girls participate in the mentorship program five days per week with a female mentor, who is in 
charge of activities. Recreational activities include singing, dancing, and staging dramas in 
addition to the vocational training. Group gatherings are a safe space for girls to socialize and 
share about their concerns and receive help to develop their self-confidence and self-efficacy 
skills. Mentors support the participants to create positive changes in their life. Older girls are 
trained to mentor younger ones or, if they are not continuing their education, they are being 
trained to find jobs. The premise behind the clubs is to socially and financially empower 
vulnerable adolescent girls. For younger girls, the emphasis is on social skills development and 
creating a safe environment to receive basic education. Teenagers receive financial literacy and 
microcredit loans training. They also are trained for conflict management, effective 
communication, sexual and reproductive health, personal and legal rights, the importance of 
continuing their education and avoiding early marriage and pregnancy. 
ELA offers mentorship programs that provide health education, vocational training, 
social training, and financial literacy. The mentorship models are pretty similar while some 
might be contextualized to their specific culture. For example, considering collectivist versus 
individualistic cultures, considering human relationship and reciprocity practices, considering 
religions, beliefs, sense of respect towards others and intercultural communication in Eastern 
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versus Western cultures, gives the organizations a better perspective on how to develop the 
mentorship programs. 
An essential part of the program is creating a safe space for teens to discuss problems 
with their peers in small groups and build social networks, away from the pressures of family 
and male-centered society (BRAC, n.d.) while learning skills that help them with financial 
independence and empowerment. Providing a safe space can hinder the negative effects of the 
patriarchal society and create an empowering environment for the girls to thrive and learn 
(CARE, 2019). 
Vocational skills training includes agricultural crop training, poultry rearing, and other 
nonfarm businesses such as small trades, handmade crafts, cloth-alteration, and hair-dressing, 
manicure, pedicure, all taught by skilled professionals. Girls can choose the skill they enjoy to 
learn and participate in the training. Occasionally, learning these skills might lead to income 
generating activities, however, the focus is for the girls to gain new skills to become financially 
independent and start their own small business (Bandiera et al., 2013). Furthermore, budgeting 
and accounting are being taught to help with financial freedom and autonomy. Table 2.1 is the 
summary of this vocational training that contributes to the economic empowerment of the girls 
and consequently, their ability to be independent, productive, and active participants. Table 2.1 is 
the sample syllabus offered by ELA. 
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Table 2.1 
Syllabus for Mentorship Program for ELA in Bangladesh 
Week Syllabus 
 1 Health education 
Sexual and reproductive health, 
Managing pregnancy,  
Family planning,  
Dealing with rape,  
HIV/AIDS awareness 
 2 Child marriage 
Violence against women 
 3 Self confidence 
 4 Leadership skills 
 5 Management skills,  
Negotiation and conflict resolution 
 6 Vocational training,  
Income-generating activities 
 7 Financial literacy 
8 Agricultural crop training 
Poultry rearing 
Nonfarm businesses such as small trades, tailoring, and hair-dressing 
Note. Based on information from Bandiera et al. (2013). 
Key topics included in the life skills area are sexual and reproductive health, pregnancy, 
family planning, dealing with rape, HIV/AIDS awareness as well as enabling (or soft skills) 
topics as management skills, negotiation and conflict resolution, leadership among adolescents, 
and a final class on legal knowledge on women’s issues such as child marriage and violence 
against women (Bandiera et al., 2013). Classes are taught by trained mentors and/or ELA’s own 
professional staff. 
Embedded in ELA is the importance of building girls’ confidence (DeJaeghere & Lee, 
2011; Murphy-Graham & Lloyd, 2016) that contribute to their development and empowerment. 
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ELA program illustrates the effectiveness of providing vocational training to adolescent girls and 
the impact on the quality of their life. They are being taught empowerment through the 
acquisition of job skills and learning about economic independence. 
Community and family support are essential to this program because girls’ empowerment 
must involve her family members. In addition to family, community seniors attend the meetings, 
ceremonies, and try to be involved through forums and other activities (BRAC, n.d.). There are 
other community meetings such as mothers’ forums that is designated for mothers of the girls 
usually held once per month to educate mothers on topics such as the girls’ rights, child 
marriage, and gender-based violence. This inspires the mothers to participate more and let their 
daughters come to the club without objection. 
The ELA program is a pioneering approach to provide opportunities to adolescent girls 
who otherwise might not have any access to education. ELA is the fastest growing program in 
BRAC organization. ELA added a few specific trainings only in Bangladesh such as driving and 
motorcycle repair, which have led to girls breaking the gender barrier in traditionally 
male-dominated fields. This is just another example of how BRAC is supporting girls achieve 
intrinsic empowerment (Kober, 2016). 
ELA plans to deepen and expand its adolescent girls’ empowerment programs to ensure 
sustainable economic independence (BRAC, n.d.). With this mission, ELA is determined to 
reach more rural areas and oppressed communities and provide nonformal education that helps 
the girls meet their needs and their situations. BRAC is giving the girls the confidence to trust 
themselves and teach them skills to create a purposeful life for themselves (Murphy-Graham & 
Lloyd, 2016). 
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Mentorship Programs in India 
India is the seventh-largest country in the world in area, the second-most populous and 
the most densely inhabited democracy globally. Although more economically advanced, and 
even more diverse than Nepal, there are many similarities between India and its northern 
neighbor. In fact, India has made several attempts to colonize and take over Nepal because of 
their shared history, religion, and values (Patel, 2018). Most of the people of India, like Nepal, 
are Hindu; therefore, they broadly share the same kinds of gods and festivals. Their languages 
are quite similar and written in the same script. Both nations are both multilingual, multicultural, 
and multi-religious. Similar to Nepal, India suffers from high poverty, negative implications of 
caste systems, poor healthcare, high illiteracy, forced early marriage, and low daughter worth 
(Bandyopadyay & MacPherson, 2019).  
India’s education system is very similar to Nepal’s in that girls are frequently left out. In 
addition, familial encouragement is a scarce commodity and an unreliable strategy for ensuring 
equitable access to education for marginalized girls from poor and uneducated backgrounds in 
staunchly patriarchal communities. For girls, particularly restrictive discriminatory gender norms 
such as disproportionate domestic burden, unequal family resource allocation, parents’ failure to 
appreciate the benefit of girls’ education, and early marriage are significant compounding factors 
(O. Kelly et al., 2015).  
Models that are used for girls’ leadership or mentorship programs in India have been 
developed primarily in Western countries. There is not enough evidence of the impact of these 
models on girl’s expectation out of leadership experiences or how it might influence their future 
roles in society. This was one of my motives for researching and facilitating a mentorship 
program that focuses on adolescent girls and the transition that they go through during puberty.  
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Mentorship is crucial especially for when puberty brings about physical changes and 
gender roles become more defined and girls begin the transition to adulthood. During the 
transition, new aspirations will start to form for the girls throughout the intervention. It is very 
important to provide specific targets for the girls to practice and take steps towards gradually 
inside or outside the classroom, or their chance of catching up or succeeding will diminish (Guha 
et al., 2019). 
Adolescence is a time of high risk, emotional volatility, cognitive growth, and amplified 
exposure to new elements for girls. Prior to adolescence, young girls are able to voice their 
opinions and share their true emotions, however, when they reach puberty, they often feel 
uncertain between accepting the dominant cultural or challenge the status quo through separation 
and independence. There is risk in conforming and losing one’s voice as well as important 
relationships. In addition, there is significant resistance by adults to listen to girls, especially 
oppressed girls. Therefore, many adolescent girls often lose their voices (Kyomuhendo et al., 
2018). 
While adolescence provides greater opportunities for boys, for girls it means more 
limitations.  
On the whole, adolescent girls in developing countries spend less time in school than 
boys, perform a disproportionate share of domestic work, have less mobility outside the 
home and fewer acceptable public spaces for leisure activity, and claim fewer friends, 
mentors, and social outlets. (Levine et al., 2009, p. 10) 
 Adolescence is a suitable time to teach leadership skills to girls. Despite the different 
leadership programs mentioned for teenagers, several researchers focused only on the early teens 
as the time to teach leadership (Guha et al., 2019; Kober, 2016). Although leadership training 
should begin at an early age, it should be continued and expanded for girls at the secondary level 
which equips participants with critical thinking skills, to increase civic engagement and 
65 
advocacy participation. The secondary wave will give girls an opportunity to expand and 
reinforce their leadership skills. 
Champions is a group of 403 female college students who have gone through a 
mentorship program framed by the social ecology model from McLeroy et al. (1988) in 
Maharashtra, India (Golden et al., 2015; O. Kelly et al., 2015). The average age of the 
mentorship program participants was 19.4 years with a range of 18 to 25 years. Champions’ 
programs highlight the importance of young women’s families and teacher’s roles as their 
mentors to empower young women from disadvantaged backgrounds.  
In the absence of support at the macro level, (i.e., effective and comprehensive 
government financial and logistical support of secondary and tertiary educational access), 
personal relationships are critical. Relying solely on familial and teacher encouragement in such 
a challenging environment, however, is somewhat limited as a strategy. It disadvantages the most 
vulnerable and represents a failure of governmental responsibility to promote the dignity and 
empowerment of all members of the population within its jurisdiction (O. Kelly et al., 2015).  
The mentorship program framed by Golden et al. (2015) in their social ecology model 
postulated that understanding interpersonal, organizational, community, and policy-related 
factors that affect behavior can enable better social interventions (Table 2.2). As a part of the 
program, participants prepare visual and written representations of their life journeys utilizing 
games, group discussions, poster making, and letter and diary writing (DuBois et al., 2011).  
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Table 2.2 
Syllabus for Mentorship Program for Champions in India 
School Level Syllabus for Mentorship Program 
Lower Primary Process of selection, questionnaires and participate in a “writing lives” 
workshop at the Women’s Studies Centre at the University of Pune 
Upper Primary Prepare visual and written representations of their life journeys utilizing 
games 
Lower Secondary Group discussions, poster making, and letter and diary writing 
Including parents as mentors 
Upper Secondary Including teachers as mentors 
Note. Summarized from O. Kelly et al. (2015). Copyright 2015 Johns Hopkins Press. Used with 
permission. 
For many participants, teachers emerge as a critical trigger for success within the school 
setting. The second part of the Champion mentorship program is the constant involvement of 
their teachers. Teachers provide mentorship and encouragement that facilitates the continued 
educational participation of significant numbers of Champions.  
The Champion mentorship program has been very successful for young women in India. 
For example, 92% of the Champions planned to work outside the home after graduating (and 
87% after marriage), whereas 59% of their mothers were homemakers. Further, 46% of the 
participants had friends who had dropped out of education in the previous year because of family 
pressures, including marriage (O. Kelly et al., 2015). The types of careers that participants 
envisage for themselves also differ sharply from the careers of their parents. 
Key social support mechanisms could help young women like these copes with the 
pressures they face and, in the process, blaze the trail for others. A more egalitarian system could 
spread the responsibility for active and sustained mentorship more broadly, from the nuclear 
family and individual teachers to the village governing committees, district, regional, and central 
government departments, as well as corporate players in business, technology, and industry. 
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Interventions could include the development of schemes to promote informal mentorship by 
professional women and organized peer support groups (Vazir & Meher, 2010). 
At the organizational level, the individual cases of teacher dedication noted by 
Champions need to be generalized through a systematic government incentive system. 
Supporting and rewarding dedicated mentorship by teachers and giving them opportunities to 
participate in educational decision making may be a crucial strategy for enhancing gender 
equality in secondary education. 
In addition to Champions, the government of India, in partnership with CARE India, 
created the KGBV Residential Primary School Program in 2004. Charged to ensure access and 
quality education to the girls of disadvantaged groups of society by setting up residential schools 
with boarding facilities at elementary level, KGBV uses a curriculum designed to empower 
marginalized rural and low-caste girls. In Gujarat, where The KGBV program operates, is one of 
two states that partners with CARE India for program implementation. CARE India’s curriculum 
includes Social Learning and Promoting Gender Equity and Diversity, which is designed with 
the aim of “developing girls into self-confident individuals, who could think critically, visualize 
their own potentials, and be conscious of their social responsibilities” (CARE India as cited in 
Shah, 2011, p. 172). The KGBV program recognizes teachers as crucial to this process and is 
structured as a space for their professional development and empowerment. Table 2.3 depicts the 





Syllabus for Mentorship Program for KGBV in India 
Program                  Syllabus for KGBV 
1 Raising their confidence and self-esteem, increasing their willingness to take 
initiative and accept responsibility, and encouraging their faith in individual 
and collective efficacy. 
2 Bringing awareness in communities involving KGBV girls on child marriage, 
dowry system and motivate the parents to enroll their daughters in school. 
3 Social learning and promoting gender equity and diversity. 
Teamwork and building closer relationships. 
4 How to use their school knowledge and skills to help their families through 
income remittance, how to assist their families gain access to health care and 
other social services. 
5 Capacity building of female teachers through block level structured initiatives 
and formation of resource pool for training. 
6 Community mobilization initiatives involving community, teachers, 
parents, etc. for spot enrolment of girls in the blocks with highest gender gaps 
in literacy. 
Note. Based on Situating empowerment: Girls, education, and development in Gujarat, India, by 
P. P. Shah, 2011. Indiana University. Copyright P. P. Shah 2011. Used with permission.  
 
Although not all KGBV girls fulfill their academic goals, their schooling has provided 
them opportunities, raising their confidence and self-esteem, increasing their willingness to take 
initiative and accept responsibility, and encouraging their faith in individual and collective 
efficacy. KGBV girls plan to use their school knowledge and skills to help their families through 
income remittance, as well as their newly gained literacy to assist families gain access to health 
care and other social services. In a challenging cultural and economic setting, the KGBV 
school’s residential program facilitates empowerment by providing girls opportunities that they 
would not likely receive in regular public day schools or out of school. Students work together to 
run the school hostel, learning the skills necessary for successful teamwork, and building closer 
relationships with one another. These relationships form the basis of a support network in which 
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shared experiences foster greater personal expectations and aspirations and changed visions of 
society. 
The social capital constructed and extended at school also counteracts the isolation girls 
may feel when they attempt to alter self-identities and self-perceptions, as well as how they are 
perceived by others; this is especially true with respect to Dalat or lower caste girls. The girls 
assert that their experiences at the KGBV school have given them an increased awareness of 
marginalizing and patriarchal sociocultural practices, increased confidence and strength, and 
feelings of some control over decisions in their lives. 
While it is traditionally not the norm for girls from these communities to work, for some 
families this norm appears to be slowly changing. Of the 11 girls who graduated from the KGBV 
school during the previous year (the first graduating class of the school), three began working 
after completing the seventh grade. These working girls have set a powerful example for their 
peers’ goals and aspirations. Additionally, the girls report that their KGBV experiences have 
increased their awareness of sociocultural practices that favor boys, as well as having developed 
their strength, confidence, and communication skills to convince their parents to allow them to 
study further.  
The KGBV school’s efforts to balance the promotion of empowerment with ensuring that 
girls still function appropriately in their current sociocultural milieu sometimes end up 
reinforcing a patriarchal status quo; however, in other important ways, the blurring of the public 
and private at the KGBV school enables a reexamination of critical social practices and beliefs 




Mentorship Programs in Nepal 
 ENG, a nonprofit organization first established in 2000, seeks to empower and support 
neglected, marginalized, and at-risk girls and young women by providing scholarships, 
mentoring, career guidance, home and school visits, tutoring, and involvement in service 
activities. This organization was founded to raise funds and awareness for the cause and to assist 
and mentor girls to transform their communities. Girls are nominated based on financial need, as 
well as academic potential and performance (Kottler, 2013). Adolescent girls who are the most 
marginalized face a triple handicap from the start: being female, being poor, and living in remote 
rural areas (Winthrop & McGivney, 2015). Girls are challenged to access opportunities such as 
education which can be a hurdle to social, economic advancement which negatively impact their 
life potential and their capacity for advancement. 
As of 2020, ENG is providing scholarship to over 300 children in 14 different villages 
around the country. Home and school visits are conducted at least twice each year by the 
administration team. These visits are a crucial part of empowerment. Staff makes sure the whole 
village gathers to celebrate the girls who are receiving scholarships for the next year to continue 
their education. The volunteers who are visiting Nepal consist of professional and successful 
men and women mostly from America or Europe. When people in the village—parents, teachers, 
and other students—see how valuable these girls to the researchers who were willing to travel 24 
hours to get to them and provide scholarship for them, they stopped looking at them as an extra 
mouth to feed but rather as an asset in the village that attracts Western visitors and an asset for 
the future wellbeing of the village and its people. It is not just about providing education and 




ENG provides career counseling and vocational training since economic empowerment is 
as important as educational empowerment. Even though they receive vocational training, 
however, occasionally, family’s negative attitudes toward working women are a major factor that 
discourages young women from having a career outside the home. ENG ensures that girls can 
finish school, stay healthy, overcome violence, delay early child marriage, lift up girls as 
powerful leaders and advocates to drive policy change. ENG invests in emerging young leaders 
to be the role model to the younger girls in different villages in Nepal. ENG promotes health 
education programs to combat noncommunicable diseases and strengthen reproductive, maternal, 
newborn, child, and adolescent health outcomes. ENG also increases the economic power of girls 
and women in Nepal by providing career counseling workshops and leadership development 
training (Kottler & Safari, 2019). 
Another compelling part of the ENG mentorship program is the quality of education 
provided. Most of the public schools in Nepal do not provide the necessary wholesome education 
to their students due to lack of suitable teachers or classrooms and scarcity of resources. In order 
for the education to be empowering and meaningful, Sperling et al. (2016) referred to three main 
factors of a quality education: hiring more quality teachers and providing textbooks; learning 
outcomes, transferred knowledge, and social learning outcomes (e.g., attitudes toward gender 
equality and ability to communicate effectively with others). Unfortunately, in Nepal, most of the 
factors are missing depending on the school (Monkman, 2011). 
ENG has been exceptionally fortunate to have board members who are interested in 
participating wholeheartedly in all the programs, not just overseeing the activities of the 
organization. ENG’s main goal in Nepal is training scholarship girls to be role models for the 
younger generation of the girls who will join the scholarship program in the future. One of the 
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main goals of the leaders of the organization, is to teach the girls how to be a leader and inspire 
the rest of the girls in their village to be one (Regmi et al., 2010).  
As a result, some of the scholarship girls who are in higher education now have begun to 
seek leadership positions in their community. They started a fund-raising campaign for victims 
of the recent floods, raising thousands of dollars from tourists. They organized a woman-only 
hiking group and traveled to remote areas of the mountains by themselves. They collected 
thousands of signatures on a petition to change the laws that required women in some areas to 
remain in a hut with the animals during menstruation (Safari & Kottler, 2018).  
NGO staff have attempted to increase a sense of empowerment through shared social 
networks, providing women who have previously been silenced allowed to have a voice, one that 
is heard, understood, and acknowledged. “It is so important that they do not feel alone. It is so 
critical that they are given opportunities to take on leadership roles, or perhaps not so much 
‘given’ to them as taken for themselves” (Kottler & Safari, 2019, p. 227). As they begin to view 
leadership as possible and desirable, their own self-images are transformed. “When they see the 
value of the impact they can make as leaders to be more important than the personal losses they 
believe they would suffer if they chose to be leaders, only then will women’s aspirations for 
leadership increase” (Devnew et al., 2017, p. 178). 
Beyond Exemplary Mentorship Programs 
The six different programs that have been discussed in this chapter include ELA in 
Bangladesh, Champions in India, KGBV in India, ENG in Nepal, LGL in India, and Her Turn in 
Nepal. Four of these programs have been discussed in the section above; LGL is summarized in 
Appendix A and Her Turn in Appendix B, to shorten the length of this section. The two in these 




discussed above will be provided to them for the dissertation research. All six programs will be 
available for the facilitators to use for designing the new leadership workshop.  
The six programs all lack three aspects. First is the virtual element. Using V-PAR as a 
research methodology in a developing country to create and design a leadership workshop is 
what makes this research different from previous action studies. Virtual teamwork and remote 
collaboration of participants and facilitators is a unique aspect of this study in comparison with 
the six studies summarized from the literature and appendices. A second distinction is the 
involvement of female facilitators of the same age, culture, and background as the participants 
and the designers of the workshop. The third difference is the inclusion of topics in the curricula 
such as tempered radicalism and relapse prevention as strategies to deal with internal and 
external resistances. Both are more fully described below in the next section by surveying their 
impact on and relevance to women’s empowerment and leadership development.  
Critical Elements for the Approach: Tempered Radicalism and Relapse Prevention 
In the course of this research, two approaches were found to contribute critically-needed 
understanding and skills for the participants: tempered radicalism and relapse prevention. The 
main characteristics and value of these are now reviewed.  
Tempered Radicalism  
Women have been marginalized in various positions of leadership in most domains, as 
detailed in the literature review. This gender disparity in leadership has been even more 
comprehensive in a developing country like Nepal with its patriarchal culture. Tempered 
radicalism helps women to understand how to engage in activism within oppressive systems so it 
gives them pragmatic steps towards effective agency and to bring change. Meyerson’s concept of 




involvement of women as leaders in the society, even in the face of resistance and 
discrimination. Tempered radicals seek the truth, even as they feel an internal conflict of a 
commitment to their family values and culture along with an ongoing disagreement with the 
society’s values and ideology (Collins, 2002; Meyerson, 2001). These tempered radicals struggle 
in institutions due to their personal values or social identities. Radicals want to cause practical 
change that is challenging within the organization, to rock the boat yet not fall out (Ngunjiri, 
2010). The paradox that tempered radicals face daily is not uncommon among women in the 
workplace (Meyerson, 2001; Ngunjiri, 2010). From a leadership perspective: 
Tempered radicals reflect important aspects of leadership that are absent in more 
traditional portraits. It is leadership that tends to be less visible, less coordinated, and less 
vested with formal authority; it is also more local . . . more humble than the activity 
attributed to the modern-day hero. This version of leadership . . . depends on patience, 
self- knowledge, humility, flexibility, vigilance and commitment. (Meyerson, 2001, p. 
171)  
With this lens of an effective tempered radical, the young Nepali women will need to 
learn how they can affect change without creating trouble for themselves. As they go through the 
leadership workshops and learn different empowering skills the tempered radical ideal will help 
them excel in and rise to leadership roles in their futures. This is another important skillset that 
the young women need to acquire to help them understand the risks and to process and defuse 
the patriarchal resistance they might face throughout their lives.  
There are five strategies that have been used by women in other studies (Ngunjiri, 2010; 
Ngunjiri et al., 2012; Wamucii, 2011), especially in developing countries which enact and enable 
their tempered resistance: resisting quietly and staying true to oneself, turning personal threats 
into opportunities, broadening the impact of women’s empowerment work through negotiation, 




Resisting Quietly and Staying True to Oneself. Quiet resistance is psychological 
resistance that manifests itself in thoughts, self-expression, and behind-the-scene actions that 
resist the status quo. This quiet resistance does not tend to create trouble for the tempered radical 
while still affecting cultural change. For example, one of the behind-the-scene actions women 
can take is to develop networks within and outside their workplaces and with those who identify 
with and respect the same value system. Women also need to learn strategies to defuse heated 
emotions targeted at them when people challenge their values, as well as separating their public 
reactions from their private actions and feelings. The ultimate goal is to create an appearance of 
compliance, while at the same time acting on differences to sustain a sense of self (Kelan & 
Wratil, 2018). 
Other sundry strategies that allow women to resist quietly and stay true to themselves 
include dressing differently at the office, using an interactive approach, using a different 
language, having time-related behaviors, and the choice of leadership style. It can be beneficial 
to create a safe space where participants can talk about some of the small spontaneous acts that 
can disrupt the existing norms and empower them to feel true to themselves. Encouraging the 
participants to get involved in groups or women clubs that promote women’s leadership or 
introduce them to female role models is another empowerment strategy. They could also meet a 
broader realm of women leaders who are struggling with the same issues, which gives them the 
opportunity to mentor or get mentorship (Kezar & Lester, 2011). The methodology chapter will 
detail the specific strategies that the facilitators offered and discussed with the study participants.  
Turning Personal Threats Into Opportunities. Many women become targets for 
violence and assault in both private and public places just because men in patriarchal society 




strengthen the existing pattern of power and exclusion. Meyerson (2001) found that many 
women need to be silent because the cost of speaking up is too high. However, if women see 
speaking out as an opportunity to educate others, this may be a step towards change. The key to 
creating change is pivoting out of a victim point-of-view and distinguishing new possibilities for 
speaking up to educate others. Recognizing new opportunities helps women to take advantage of 
available resources, shifting power alliances, lapsed resistance, bring more awareness to advance 
a specific change (C. Roberts, 2017). 
Therefore, a tempered radical must navigate contradiction while avoiding passive silence 
and intense opposition. Empowered Women in patriarchal culture are constantly making difficult 
choices about when and how to speak their truths and raise issues that have been suppressed, or 
when and how to remain silent. Meyerson (2001) portrayed some of the approaches to use in 
times of conflict to learn and educate others. One strategy is not to take the experience personally 
or make assumptions, which can be achieved by looking at the encounter from an outsider’s 
perspective. Consequently, creating an emotional distance that helps individuals see the situation 
through a different lens. This will give the tempered radicals enough time to reposition 
themselves and relate to the issue from a broader angle, as well as use humor to deflect tension. 
One crucial tactic here is to use silence as a tool that is chosen to identify the next step (Kelan & 
Wratil, 2018).  
Broadening the Impact of Women’s Empowerment Work Through Negotiation. 
Being able to effectively negotiate is a key skill for tempered radicals. An essential element of 
negotiation is the capability to step back and gain a macro perspective on the subject. Unlike the 
strategies of resisting quietly and staying true to oneself and turning personal threats into 




successful negotiation such as paying attention to your personal motives and being clear on the 
desired outcome, while simultaneously considering the other person’s interests and goals, and 
including a third party in the negotiation process as an evaluation resource. Other strategies that 
could be used are storytelling, framing the debate on the inclusion of women, maintaining the 
conversation’s focus on the issue at hand, and helping the other party find their motives and 
agendas, which may be self-protection and preservation of their professional status (C. Roberts, 
2017). 
Another effective and teachable strategy is using authenticity in negotiations. Tempered 
radicals who behave authentically are perceived as friendly and cordial by others. Therefore, 
their incongruity is more often received as sophistication rather than deviousness. Another 
common tool in negotiation is using an insider language, with idioms that are commonly used 
and understood by the other party. Understandably, speaking in multiple languages can help, 
especially in a country like Nepal where the society is divided by multiple castes, religions and 
languages. The tempered radical utilizes the power of insider language by using her insider 
knowledge and facility with the language to deconstruct the situation and then reconstruct 
alternative worlds (Kezar & Lester, 2011). 
Leveraging Small Wins. Celebrating small wins (Weick, 1984) help sustain tempered 
radicals. Big problems produce anxiety, which limits people’s capacities to think and act 
creatively. Breaking a big project into small stepping stones, makes it easier to accomplish. 
Smaller steps divide larger problems into manageable sizes, which are easier to accomplish, and 
leads to small wins. These small wins may uncover resources, information, allies, sources of 
resistance, and additional opportunities for change. Small wins can boost self-confidence, 




make us feel motivated, and strengthen our willingness to take the next step. Meyerson and 
Scully (1995) suggested looking through daily routines for opportunities that can be used to 
challenge the status quo in the organization. Celebrating small wins is another collective 
approach for tempered radicals to invite others to be a part of initiative and participate in creating 
and manifesting the vision.  
Organizing Collective Action. Tempered radicals need to maintain strong ties with 
individuals, communities, or groups in their organization. Strong networks will help them to 
better organize collective action. Strong sense of community can bring joy and connection inside 
as well as outside the organization. In the face of challenges, there may be a collective 
momentum that outlives individuals’ lulls. Collective action inside organizations, is important 
for maintaining organizational and personal attention to diversity issues. 
Fostering collective action is easier when there is a sense of hope for creating change. 
Factors like presence of immediate political opportunities, access to resources and an existing 
supportive structure, and having a visionary leader to reframe the objectives to make them more 
accessible, make collective action more achievable (Meyerson & Scully, 1995; C. Roberts, 
2017).  
Summing Up on Tempered Radicalism. In conclusion, the goal for including this topic 
in the designed curriculum of the leadership workshop for young women in Nepal is to support 
the participants to understand the obstacles and challenges they face as an empowered woman in 
a patriarchal culture is similar to a journey of tempered radicals in any institute, or social system. 
Discussing the topic will give them an opportunity to acknowledge the path ahead of them still 





Relapse Prevention  
The second new element that was added to the existing repertoire of skill training areas 
for this action research was relapse prevention. In a patriarchal culture like Nepal’s where girls 
are constantly challenged by social norms and family members to stop practicing their newly 
learned leadership skills, knowing strategies to address gender discrimination is a must. Using 
tools and techniques to retain motivation helps the participants to sustain these skills and 
consequently keep fighting for their rights and bring change to their society. 
The origins of relapse prevention strategies were to help substance abusers prevent 
relapses after receiving treatment, by teaching them specific coping skills and identifying the 
trigger that causes the temptation to relapse (Marlatt & Gordon, 1980). These strategies were 
used as part of the curriculum for the leadership workshop in Nepal to increase the participants’ 
knowledge retention. Noe et al. (1990) showed that the participants who used relapse prevention 
methods in organizational development training retained the training longer and used their skills 
in the work environment for an extended amount of time. According to social learning theory 
(Bandura, 1982), cognitive rehearsal as a relapse prevention strategy is a necessary step for 
retention of new skills. In most studies, facilitators ask the participants to identify obstacles to 
applying their relapse prevention skills and encourage personal rewards for skill maintenance as 
a coping strategy (Noe et al., 1990; Richman-Hirsch, 2001; Tziner et al., 1991; Wexley & 
Baldwin, 1986).  
As a part of the curriculum for the ENG leadership workshop, facilitators had discussions 
with participants on the challenges for implementation of relapse prevention. Some of the 




during the workshop are as described in Carleton et al. (2018) and include awareness and 
identification,   
Awareness and Identification. Being aware of relapse prevention and its impact on 
retaining newly acquired knowledge is important. Sometimes high-risk situations such as stress, 
limited time, intensely emotional life events, exhausting workdays, or destructive relationships 
can cause a relapse. Acknowledging these situations as failure without judgement is the first step 
before learning how to deal with them (Rahyuda et al., 2018).  
The purpose of identifying high risk conditions is to create a list of those situations to 
refer back to and be prepared for in advance so there will be less surprises, stressful or 
overwhelming incidences. Other high-risk factors identified have been as part of relapse 
prevention have been time restraints, an angry boss or teacher, or lack of support in the family 
(Seiberling & Kauffeld, 2017). 
Teaching Coping Responses. Recognizing the patterns for relapse is beneficial but being 
able to cope with it is the essential next step. Among the coping skills in times of high stress is 
using relaxation techniques such as deep breathing and guided mindfulness meditation with 
calming music. Anticipating the failure and rehearsing how to respond to it by practicing a role 
play with a close friend or in a supportive environment also helps with relapse prevention 
(Hutchins, 2004). Reminding the participants that it might take some time for them to master 
these techniques and teaching them to be patient with themselves as they go through the process 
is also crucial. Coping successfully with difficult situations increase self-control and self-mastery 
gradually. Reminding the students that consistency and persistence is the key to progress and 
reminding them not to give of the process is slow is also important (Carleton et al., 2018; Neck 




Martins and Meyer (2012) showed that, after training, participants had a high expectancy 
that their work performance will change forever so relapse to previous way of functioning was 
disappointing for them. Setting correct expectations during the training and discussing relapse 
prevention methods from the beginning stages are essential to create a right mindset. Also, 
talking about long-term and short-term advantages and disadvantages of newly learned 
leadership skills, versus old methods, give a better perspective to participants (Marx, 1982).  
A further obstacle associated with potential relapse is guilt feelings. The emotional 
response such as self-blame or guilt that is linked to the relapse can be substituted with a more 
constructive emotion. Teaching the participants how to replace a negative reaction to a positive 
reaction is paramount. Lack of a supportive environment to practice and rehearse these new 
skills can sabotage a potentially successful workshop. Including role play exercises in the 
curriculum can make the participants aware of the impact of even a seemingly small comment or 
reaction.  
Lifestyle and Support. The potential for a relapse is higher for participants who have 
more workload and less self-care in their schedule. Heavy responsibility has been identified as 
one of the major causes of stress. Including activities in one’s schedule such as exercising, 
healthy eating, finding new hobbies, playing a game with friends or family, and caring about 
spiritual and mental health can be helpful (Carleton et al., 2018). As a part of the curriculum, 
teaching the participants how to create a balance in their life by attentively examining all the 
areas of their life and constructing a new life plan, can avoid high risk situations and 
consequently prevent relapses.  
Since changing a lifestyle might be a daunting step for many participants, they can break 




involved in daily. Keeping a journal of these activities gives students an opportunity to regularly 
revisit and change at any point. Research shows reprioritizing the day so there is a combination 
of daily tasks, including work or school, with personal projects and self-care can minimize 
relapse. Taking a holistic view of one’s schedule so as to encompass physical, emotional, and 
psychological health increases performance and reduces stress, and, consequently, relapse 
(Rahyuda et al., 2018).  
Summing Up on Relapse Prevention. Similar to tempered radicalism, the goal for 
including relapse prevention in the curriculum is to support the participants to understand the 
obstacles and challenges they face after the workshop. Teaching them different tools and 
techniques will provide a methodology to enhance the maintenance of the new learned skills in 
the workshop. By focusing on the potential for temporary failure, the probability of long-term 
success may be increased (Marx, 1982).  
Chapter Summary 
Most girls face inequality solely because of their gender, facing discrimination during 
every stage in their lives. There are approximately 63 million girls worldwide denied the right to 
attend primary and lower-secondary school (UNESCO Institute for Statistics, 2013). An 
emerging global consensus identifies girls’ education as the most effective means of combating 
many of the most profound challenges to human development (UNICEF et al., 2018). Girls’ 
schooling is a major resource of social benefits that ultimately will lead the entire planet toward a 
better future (Baughan & Fiori, 2015; M. A. Lewis & Lockheed, 2007; Maslak, 2008; Rihani, 
2006). On the other hand, the context in which girls live and learn and the mechanisms by which 
schooling promotes girls’ empowerment are not sufficiently understood to justify taking for 




There are sundry factors in the studies mentioned above that are valuable and will 
positively inform and impact the future research. Some of the strengths of these referenced 
programs are creating an environment for the girls to explore and excel, self-assessment of biases 
about women’s abilities—including parents and teachers in workshops—finding jobs for women, 
creating safe spaces for open communication between researcher and participants, and bringing 
awareness to women’s challenges such as early marriage. In Nepal it is perfectly normal for girls 
to stop their education and instead to become indentured (Pandey, 2016); interventions by 
programs such as KGBV and ELA educate their parent on dangers of such arrangements. 
However, not including the community from the beginning stages of the research is a 
problematic approach. What makes this dissertation different from past studies is involving the 
participants from the initial phases of planning. The goal is to engage them in decision making 
process to learn to have a voice and develop the confidence to share their viewpoint while facing 
the limitations of patriarchal culture.  
On one hand, in exploration of my motivation leading to the rationale behind the 
proposed approach, I discussed the positive aspects of ELA in Bangladesh, Champions in India, 
KGBV in India, ENG in Nepal, LGL in India, and Her Turn in Nepal. On the other hand, to 
complement this exploration, I have stressed that there are negative aspects of previous studies 
and approaches. First was the lack of vocational training which hinders the ability to find jobs 
and, thereby, financial and economic stability. Second, the limited number of female instructors 
as role models for young girls reinforces the male presence at girl schools. Third, some programs 
actually bolster traditional standards for girls through outdated educational curriculums. A fourth 




facilitators. Having discussed the various characteristics of the above-mentioned studies, the 
reasoning behind the proposed approach is clearer, and will be further discussed in Chapter III. 
 As evidenced from this literature review, several factors can contribute to the 
development of programs that strive to enhance the leadership skills of girls: Mentorship 
programs, supportive relationships, and safe spaces empower the girls to find their voice, and to 
be confident so they can make informed decisions for themselves, their health and well-being, 
and create a vision for their lives. As the girls take these developmental programs, they 
accumulate many skills that make them ready for advocacy for their own rights, gender equality, 
and transforming gender dynamics, all critical steps in their empowerment. Education and 
leadership training that develops self-awareness and confidence, provide girls with tools whereby 
they can find meaningful jobs and become productive members of society. Additionally, these 
skills make them less susceptible to manipulation by others. Moreover, support for girl’s 
leadership initiatives help them face challenges as they grow older and navigate through adult 
life. As girls become leaders and develop leadership skills, they will empower their family by 
providing guidance, advocacy and support to their communities and their country. Developing 
leadership skills could be through informal or formal structured opportunities increased social 
networks and participation in civic action. Finding role models, mentors and champions all stand 
to have lasting effects on girls’ leadership development. There is no one simple solution to 
empower young women in Nepal, but this literature review of different mentorship programs in 
different countries and of needed additional elements of training, presents some guidance for 
ways to make a more enduring difference.  
Studying different approaches to empower adolescent girls through education, 




better perspective on how to provide them with economic and social freedom, however and in 
whatever capacity that may be defined which changes by culture and available resources. The 
existing gaps in the literature shows there is more room to include young women to design their 
own empowerment program through V-PAR methodology.  
Due to the limited number of studies conducted in Nepal, the focus on this chapter was 
on the countries in South East Asia such as India and Bangladesh who have similar cultures to 
Nepal. This chapter was a literature review of some of the programs that have been piloted in this 
region to empower young women. Although each program is country and context-specific, the 
primary premise was adolescent girls’ empowerment.  
 In addition to exploring the literature and research related to women’s barriers and 
special challenges in Nepal and South East Asia, especially those related to oppression, 
marginalization, and exploitation, this chapter discussed the nature of empowerment and 
mentorship through formal educational programs and nonformal interventions through 
governmental and nongovernmental organizations. In Appendices A and B, two curricula are 
introduced that will contribute to developing a better syllabus for leadership training that helps to 
empower young women who would otherwise not be permitted to pursue leadership roles. 
In the next chapter, the history, background, details and intricacies of V-PAR 
methodology have been elaborated in the context of designing and developing a leadership 
curriculum by college level girls in Nepal. Our goal will be to create an environment for young 
women that is physically, and socioculturally conducive to experiential and hands-on learning 




Chapter III: Methodology 
Women’s leadership development and empowerment have been identified as among the 
most urgent problems of the 21st century (de Silva de Alwis, 2013; Debebe et al., 2016) with 
many predicting that the recognition of women as leaders will provide significant 
macroeconomic, social, and political benefits. Much research has been conducted regarding 
women and leadership development and that research generally reflects the barriers to 
achievement (e.g., Bowles, 2012), as opposed to the possibilities for success.  
Avenues to success can be determined by investigating and documenting alternative 
approaches, environments and methods (Ely et al., 2011). PAR purports to be a method for 
reconstructing the foundational ideology of the current power structure by empowering the 
portion of the society who dwell in what Freire called the “culture of silence” (Lucio-Villegas, 
2018, p. 155). Marginalized women are often invisible, submerged, or hidden in studies or 
discussions. The aim was to honor and include their voice through using PAR. In this chapter, I 
elaborate on the design of the study according to V-PAR methodology by explaining the details 
of each cycle, phase by phase.  
In response to the global pandemic and lockdown of cities and borders, I modified my 
methodology and added a virtual element to PAR. However, during the research, I realized this 
was an incredible opportunity to create a stronger online structure for ENG’s leadership 
programs and study its effect. Previously, because of the long and expensive flights to Nepal, and 
the burden that the facilitators and researchers had to take time off from work and family to 
travel to deliver a workshop, the length of my visit was usually two to three weeks. In this 




freedom from having a strict timeline. V-PAR proved to be an effective methodology for this 
type of research and allowed for ongoing, continuous instruction, mentoring, and supervision. 
This study was applying the PAR framework to show that participating virtually is 
achievable in the presence of proper technology and strong connection between researcher, 
facilitator and participants. This connection could be from the past or present by spending 
enough time in advance to create the connection and constantly being open to learn about each 
other. The connection between participants and facilitators helped to adapt to new changes in the 
dynamic design of the workshop due to the emancipatory nature of PAR.  
PAR is an approach to enquiry. It involves researchers and participants working together 
to understand a problematic situation and change it for the better. PAR focuses on social change 
that promotes democracy and challenges inequality; it is context-specific, often targeted to the 
needs of a particular group. One of the most compelling qualities of PAR is its spiral nature, 
encouraging the researcher to steadily gain new insight into the puzzle being studied in each 
iteration of the cycle. The scope may be broadened after each cycle of reflection and analysis 
based on data collected from the previous round (McNiff, 2017). Stringer and Aragón (2020) 
believed that for practitioners who conduct action research, the research question becomes part 
of a general attitude of inquiry and stems from the ontology and experiences of the researcher.   
In the previous chapter, I compared the different approaches to empowerment of 
adolescent girls through education, mentorship, formal and nonformal programs, and leadership 
trainings. Mostly, the studied programs were in South East Asia, especially Bangladesh and 
India. While each studied program was country and context-specific, the overarching and 




In this chapter, I describe how I utilized the insights from a recent pilot study to refine the 
methods for this dissertation research. In the pilot study, I worked with a group of young women 
between 18 and 27 years old studying in college or university in Nepal to recreate the 
empowerment programs that have been implemented effectively in other countries. My goal was 
to use PAR to encourage participation from Nepali girls to design a program that will empower 
them to pursue their leadership aspirations, empower them, and transform their community.  
History and Principles of Action Research 
In this section, I will review the valuable history behind the development of action 
research methodology. Action research is a method devised by Kurt Lewin (1946), a professor at 
MIT, as a way of integrating his interests, values, and beliefs. Lewin enquired about achieving 
social change using action research based on his core beliefs about research. He believed action 
research could contribute both to the practical concerns of people and to the goals of social 
science, and therefore could explicitly bring scholars and practitioners together (Khanlou & 
Peter, 2005; Stringer & Aragón, 2020).  
Action research is fundamentally interdisciplinary and rarely adopts to the standards of a 
particular discipline or domain. One of the differences between action research and other 
methodologies is recognizing the vast spectrum of positionality of the researcher as an insider or 
an outsider. If the researcher is part of the community of interest, then participants are either in 
control of the research or are participants in the design of it from the inception to the end (Herr & 
Anderson, 2015). Traditionally, action researchers have been scholars or skilled researchers who 
extensively involved research participants in their studies more than is done in conventional 




shifts its locus of control, to varying degrees from the researcher to the participants of the 
research.  
Action research is best done in partnership with other researchers who have an interest in 
the issue under study. Collaboration for insiders involves outsiders with relevant skills or 
resources, though most researchers, scholars, and practitioners agree that the perceived need for 
change should come from within the setting. Unlike traditional research methods, action research 
focuses on some form of intervention leading to a spiral of collaborative action cycles, depicted 
in Figure 3.1. Generally, the action research cycle includes four steps: 
1. Developing an action plan to improve the issue that the community of interest is 
addressing. 
2. Implementing the plan. 
3. Observing the effects of action in the context in which it occurs. 
4. Reflecting for future planning.  
Figure 3.1.  
 







Repeating these four steps is the basis of action research; each cycle increases knowledge 
of the original problem and eventually leads to solutions. This cycle format has been endorsed by 
many action researchers since then (e.g., Anderson, 1994; Borda et al., 2006; Chambers, 1997; 
Greenwood, 2002).  
According to Stringer and Aragón (2020), the goal of action research is the generation of 
knowledge that is useful, valid, descriptive of the world, and informative of how it might be 
changed. Argyris and his colleagues have developed an intervention strategy for changing the 
status quo that becomes so omnipresent as to be taken for granted and to go unchallenged 
(Argyris, 1993; Argyris et al., 1985). His work is important for action researchers because the 
methodology confronts and taps into the complex theories of action that maintain the status quo, 
problems will only be solved in a superficial and temporary manner. 
Action research can either reproduce those norms, rules, skills, and values or it can 
challenge them. However, practitioners intuitively know that when they challenge the norms, the 
dynamic conservatism of institutions will often lead to defensive, self-protective responses (Herr 
& Anderson, 2015). Practitioners have to make their peace with how much of a challenger of the 
status quo they wish to be. Some practitioners are more skillful and in stronger positions to take 
stands on issues than other practitioners. However, if action research is not done with a critical 
spirit, it runs the risk of simply legitimating what may be unacceptable social arrangements 
(McNiff, 2017).  
Action Research and PAR Compared 
The roots of PAR are intertwined with action research (Horwitz & Howton, 2016; 
McTaggart, 1991), and, therefore, it makes sense to understand the key elements of action 
research in order to understand the relevance of PAR to the proposed study. Action research is an 
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approach to social research that exists primarily to create learning for the purpose of participants 
taking control of actions in furtherance of solving the relevant problems and challenges that they 
face. It is comprised of three elements: action, research, and participation. 
The work of Paulo Freire as well as that  Horton (Horton & Freire, 1990) and Gaventa  
(2004) served as an inspiration for PAR in North America (Lucio-Villegas, 2018). Lindhult 
(2019) indicated that traditional models of action research tend to concentrate on an individual or 
group level of analysis of problems, whereas PAR, with its more emancipatory emphasis, tends 
to focus on a broader societal analysis. Traditional action research tends to emphasize issues of 
efficiency and improvement of practices whereas PAR is concerned with equity, self-reliance, 
and oppression problems. Although Freire was influenced by Karl Marx, liberation theology, and 
humanistic psychology (Heron, 1996), all are concerned with using PAR as a way to highlight 
paths toward greater humanization, further away from dehumanization.  
The theoretical foundation of action research is grounded in Dewey’s (1938) ideas on the 
role of human experience in the generation of knowledge. Later, Habermas (1971) argued that 
knowledge production is never neutral, but rather is always pursued with some interest in mind. 
Habermas also argued that any communication in public is always subjective due to the power 
relations that form the context. Habermas also asserted that self-reflection is one way to benefit 
from the distortions arising from biased views and subjectivity. Depending on the positionality of 
the researcher or the writer, and their level of involvement, distortion and biases vary. However, 
including an extensive self-reflection section for participants can turn this limitation into an 
advantage.  
As in action research, PAR achieves both the objectives of improved capacity of 
researchers and achieving pragmatic goals and changing social reality through group 
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collaboration. Those affected by a problem participate in planning, designing, implementing, 
analyzing, and applying the results of the research. The growth and development of the 
community of practice is equally a critical component of the desired outcome. This method is 
usually initiated by the organization of interest and engages researchers that share control of the 
social process design with participants in the organization. 
PAR is similar to AR in fostering the sense of partnership between the researcher and the 
participants, but what differentiate these two methodologies is that in PAR the problem is 
defined by the community of practice and the researcher takes on a facilitative role. In PAR, 
participants are seen as knowledgeable and capable of enhancing their own social dilemma and 
resolving it.  
Other similarities between PAR and AR are the reiterative nature of reviews of the 
research question, nonlinear nature, tentative conclusions, and unpredictable timeline. However, 
the researchers still choose this methodology because it empowers impoverished communities to 
create change and grow (Eden & Ackermann, 2018). Additionally, PAR is usually chosen by 
researchers who are not only passionate about their topic, but also about the setting, contexts and 
their coparticipants.  
My research used PAR in the Freirean sense of emancipation. The word Freirean (after 
Paulo Freire) was used instead of participatory in grassroots movements throughout Latin 
America, Africa, and Asia. Movements that involved cooperative actions to pursue a communal 
goal are called Freirean approach. PAR emerged to emphasize the prominence of hearing the 
voices and concerns of communities of practice while encouraging them to take collective action. 
93 
Feminist Action Research and Participatory Action Research 
Feminist Action Research (FAR) refers to an action-oriented approach to research that 
emphasizes gender and women’s experiences both theoretically and practically. In literature, 
FAR is a research framework that enables a critical understanding of women’s multiple 
perspectives and works towards inclusion and social change while exposing the researchers’ own 
biases and assumptions (Carr, 2003; Fine & Torre, 2019).   
The earliest FAR goes back to the early feminist activists such as Jane Addams, who was 
awarded the Nobel Peace Prize in 1931 for her Hull House community project and her peace 
projects, where action and reciprocity rather than charity and one-dimensional models of 
knowledge were practiced (Hamington, 2010). Similarly, Maguire (1987) in her groundbreaking 
book, Doing Participatory Research: A Feminist Approach, used PAR even while critiquing its 
androcentric bias.  
As FAR became a more prominent research method, it blended critical feminist theory 
with PAR. Critical feminist theory viewed gender as a social construct, which validated gender 
inequality and focused on gender politics, power relations, and sexuality (Martin, 2003). FAR 
researchers, on the other hand, argued that some features of PAR and critical feminist theory 
imitate each other ontologically and epistemologically as both change the way the knowledge is 
being generated. They both promote social justice and equal access (Fine & Torre, 2019; 
McTaggart, 1991).  
In the 2000s, researchers have moved towards a feminist PAR (FPAR) in an effort to put 
emphasis on participation. As FPAR has developed into a robust conceptual framework, many 




differentiation through the participatory research processes, exploring new forms of 
representation, reflexivity and pursuing many forms of action (Harper et al., 2018).  
Also, similarly to PAR, implementation of FPAR methodology can vary globally depending on 
the culture of the community. Some researchers and practitioners (Grosz, 2002) have argued that 
there are negative connotations in some cultures associated with the label “feminist” and that 
these inherent judgements get in the way of the research. Without question, the relevance of the 
women’s movement is highly contextual and cultural since gender roles and relations vary 
dramatically around the world  
As discussed previously, because PAR inherently challenges authority and power of the 
researcher, in FPAR, the researcher becomes a “learner” alongside the participants and more 
fully contributes to efforts towards social change. Action research can be group oriented or 
individual oriented; it can be done by those within the setting or by change agents from outside 
the organization in collaboration with insiders. Action research can be highly participatory or 
not. As a scholar and a practitioner, I chose PAR as a methodology for my dissertation because it 
is such a potentially important contribution to the field’s knowledge base. It contains a local 
perspective that few traditional researchers are able to provide. Choosing this method forces me 
to think about what knowledge we will generate that can be fed back into the setting, called local 
knowledge, and also what knowledge we will generate that is transferable to other settings, 
called public knowledge. Public knowledge is transferred to someone in a receiving context that 
is in a similar situation that study was produced. Qualitative researchers refer to this as the 
external validity or transferability of the findings (Herr & Anderson, 2015).  
The emancipatory nature of action research is one of the main intriguing factors for 




feminism perspective. Maguire (1987) boldly challenged the world of action research to consider 
whose voices were being excluded. She criticized the traditional research methods for their 
alienating and dehumanizing nature. She elaborated that the traditional research mainly observes 
and records the participants at a distance, treating them as objects incapable of investing their 
own social reality. She also pointed out that in traditional research, women are rarely considered 
knowledgeable, in the scientific sense, or capable of knowing about their own reality. She 
concluded that by treating women as objects to be counted, surveyed, predicted, and controlled, 
traditional research mirrors oppressive social conditions which cause ordinary people to 
relinquish their capacity to make real choices and to be cut out of meaningful decision making. 
Maguire (1987) also suggested that close, empathic, interpersonal interchange and 
relationships will help the researcher gain meaningful insights into human interaction and to 
understand the meaning people give to their own behavior. She condemned researchers who try 
to know as little as possible about the phenomenon under the study which might affect the results 
if they knew too much (see also, Horwitz & Howton, 2016).  
Maguire (2005) warned that doing action research “can be rough sailing in largely 
uncharted waters” (p. x). Herr and Anderson (2015) also acknowledged the unpredictable and 
cyclical nature of action research. McNiff (2017) wrote that a major goal of action research is to 
generate local knowledge that is fed back into the system. With its changeable length of study 
and potential cyclical mess, researchers still choose PAR because it can contribute to social 
justice and change in impoverished communities, empower organizations to grow, and transcend 






Positionality in Participatory Action Research 
Even the most objective studies are shaped by the subconscious assumptions that 
researchers have about a certain event that occurred in their lives. Research is subjective and 
biased because researcher values will always impact our research processes. But it is necessary 
to consider the effect the researcher has and to clarify the positionality of the researcher. 
Engaging in self interrogation, rethinking the conclusions, back track the thinking process are 
some of the techniques to mitigate the bias in the research. 
The position adopted by a researcher affects every phase of the research process, from the 
way the question or problem is initially constructed, designed, and conducted to how others are 
invited to participate. In this section I address three main areas in the researcher’s stance in the 
context of PAR methodology: positionality of the researcher as an insider or outsider, the critical 
role of collaboration of participants, and the social impact of PAR in the community of practice.  
The positionality of the researcher as an insider or outsider to the research determines 
how one thinks about power relations, research ethics, and the validity or trustworthiness of the 
study’s findings. PAR methodology leaves the positionality of the researcher open. Sometimes, 
insiders are the researchers. And sometimes, the researcher is an outsider who collaborates with 
insider practitioners and community members (Herr & Anderson, 2015).  
PAR is inherently interdisciplinary and seldom fits neatly into the norms of a particular 
discipline or field. One of the differences between PAR and other methodologies is the spectrum 
of positionality of the researcher as insider, outsider, or insider-outsider. If the researcher is part 
of the community of interest, then participants are either in control of the research or are 





Collaboration With Participants Using PAR 
Heavy participant involvement was, to me, the most important feature of this method 
shifting the locus of control in varying degrees from the researcher to the participants. The 
research approach was collaboratively designed through discussions between the researcher, 
facilitators, and participants. PAR recognizes that people affected by a problem are experts to 
understand and suggest resolutions. Experiential knowledge from participants or local facilitators 
are immensely valued. Participants implement the design, organize the data collection, and 
analyze the results as co-researchers. The researcher cannot have tight control or a set agenda in 
terms of research topic or design but needs to be in a situation where the problem is relevant and 
important to participants and uses credible methods. 
Group inquiry, interventions, and reflections on learnings are critical to cultivating the 
goal of PAR. The collective actions of PAR support people to reconstruct the capacity to be 
creative performers in the society. PAR promotes cooperation and asks the researcher and 
participants to be aware of the dichotomy, “they know, I do not know,” versus “they do not 
know, I know.” Instead, PAR requests everyone’s input. The working perspective is, “We both 
know some things; none of us knows everything.” Working together, the researcher and the 
community of practice both gain access to a richer, more expansive collective knowledge base, 
and both learn more through participating in the process. PAR requires that both the researcher 
and the community of practice be open to personal transformation. PAR assumes that both 
parties actively contribute to the research process (Herr & Anderson, 2015). 
PAR promotes a collective dynamic in communities of practice. Collective inquiry builds 
group ownership of information as the community moves from being mere objects to acting as 




ways to answer their questions, collect and analyze data, and further develop the process. 
Therefore, throughout the process, participants are being educated; this educational process is 
potentially liberating as it provides a way for participants to develop an increasingly crucial 
understanding of their obstacles, contributing roots, and potential resolutions (Bozlak & Kelley, 
2015; Shrestha, 2003). By learning through experimenting, participants strengthen their 
awareness, and the confidence in their capacities and capabilities for undertaking these issues 
(Fine & Torre, 2019).  Most important is that the researcher, participants, and anyone else 
involved, equally participate in decision making; even if at some point the community of practice 
decide not to participate, that choice is still captured as a valuable part of the research. 
PAR provides a way to create solidarity with marginalized and suppressed people as 
researchers. The main goal in PAR is to transform reality “with” rather than “for” disempowered 
communities. PAR makes human self-determination, emancipation, and personal and social 
transformation, the key intentions of social science research (Fine & Torre, 2019; Ozer, 2017). 
PAR gives the participants an opportunity to deeply analyze and learn about the subject of study 
by looking at the “whys” and “hows” of the problem under study, but they might not be fully 
aware of it consciously. 
PAR ensures the usefulness of the research by involving the community in the research. 
The research enterprise must be relevant to the needs and the experiences of the community, and 
community members must have a role and a voice in the research. A recurring question in the 
PAR literature is whether the researcher needs to be invited into the project as a resource by the 
community of interest, or if they are able to determine that a problem exists. My approach was to 
provide resources at the participants’ request as long as that did not have a negative impact on 




I believe there is a pronounced need for this research, and there is a gap in the literature, 
but the main reason to choose this methodology was the principles of PAR:  
• emphasis on the lived experiences of human beings 
• reflecting the subjectivity and activist stance of the researcher 
• emphasis on social change 
 PAR should support the participants in understanding the social phenomenon they 
encounter in their daily lives and should also support creating a subsequent solution. As the 
researcher, I have a commitment to co-produce knowledge with the participants and translate that 
knowledge into action; this research commitment demonstrates the adoption of constructivist 
quality criteria such as credibility, transferability, dependability and confirmability (Coghlan & 
Shani, 2014). 
In a social constructivist view (Coghlan & Brannick, 2005), researchers learn about an 
organization through the meaning and values its members attribute to the organization. In PAR, 
producing knowledge involves all the stakeholders and members of the organizations. Social 
constructivists using PAR methodology strive for intersubjectivism (Cunliffe, 2011) which 
creates an agreement between the researcher and participants that the co-produced knowledge is 
a valid representation of the social reality they experience. This means that the research 
participants have an equal standing with the researcher and are themselves participants in the 
research process.  
Virtual Participatory Action Research 
In this section, I examine Virtual PAR as a methodology that shifts the control from the 
researcher to the participants. V-PAR projects have great advantages for students compared to 




that participating virtually is achievable if there is effective communication, adaptability to 
change, and strong connection between researcher, facilitator, and the participants.  Constantly 
being open to adapt to new changes in the agenda by pivoting to a virtual format due to the 
current global pandemic, is philosophically commensurate with the emancipatory nature of PAR. 
Although the term V-PAR may not be familiar to many readers, over the last 20 years, an 
increasing number of educators, students and others around the world have created virtual 
content, including teams, digital stories, recorded audio narration, video clips and music in order 
to present information on various topics. Robin (2006) established the approach of Educational 
Uses of Digital Storytelling to serve as a helpful resource for those interested in learning how 
digital storytelling could be integrated into a variety of educational activities.  
The Four Purposes of V-PAR 
The first purpose in selecting V-PAR was to examine what extent to which participants in 
the virtual environment benefitted from the leadership workshop. My second purpose was to 
share the experiences of the researcher, facilitators, and participants of the project. Included in 
this second purpose, was to explore the administrative challenges of facilitating the project and 
learning the lessons to better structure virtual PAR at a distance. My third purpose was to 
discover how the researcher and the facilitators can gain research knowledge and skills by 
participating in a V-PAR project. My fourth purpose was to empower all the stakeholders and 
participants to fully communicate the effectiveness of the integration of digital tools and 
platforms in PAR.  
Receiving feedback from all the levels of participation benefited and corrected the 
direction of the study while we went through different cycles of the V-PAR. This research 




I was not physically present in Nepal during the leadership workshop design and 
implementation; therefore, all the communications, interviews and focused groups were 
conducted over the internet using Zoom. The fact that I, as researcher, was remote gave more 
control to the facilitators on site during the design and implementation phase—which was one of 
the main purposes of choosing PAR. As a result, the process was more empowering, it helped the 
facilitators to have more room to practice their newly learned leadership skills, and therefore, 
encouraged them to make decisions independently, giving them the confidence to take initiative 
more frequently.  
One of the helpful parts of this project that also arose from a limitation in the study was 
deep connection and long-term relationships between the researcher, facilitator, and participants. 
The main facilitator of the project, Babita Gurung, was a scholarship recipient for 10 years, 
during which time she worked as a staff member. After graduating with her second master’s 
degree, she joined ENG’s staff as the first paid manager in Nepal. She is now the senior program 
administrator who was the main contact person to nominate the facilitators to lead the workshop. 
She was very respected in the community which helped us in overcoming challenges regarding 
long distance research, such as online participation.  
One of the challenges of a virtual setting is encouraging participation since, usually, that 
is far easier to achieve face-to-face (Tacchi & Kiran, 2008). Rennie et al. (2010) described this 
challenge of remote research as the need to develop strategies to stay effectively connected 
digitally. Digital stories from social media profiles of participants were also added to the data 
that was collected by the researcher and the facilitators.  
Digital storytelling is a popular term today that Robin (2006) defined as “the practice of 




acquired leadership skills in their daily lives through digital stories was an added benefit. Using 
V-PAR methodology in concert with digital storytelling provided participants with the 
background, tools and basic skills they needed to create powerful digital stories that 
communicate transformative experiences of working together in a digital community and 
learning new leadership skills. 
Even though there is much research on virtual teamwork (Adam & Minges, 2018; B. H. 
Davis & Resta, 2002; Deakin & Wakefield, 2014; Gray et al., 2020; Guteng et al., 2000; 
Maxwell, 1995; Nehls et al., 2014; Saurino & Saurino, 2003; Scott et al., 1997; Servan et al., 
2009; Staniforth & Harland, 2003), there is scant similar research that utilizes V-PAR to create a 
leadership development workshop for young women in a developing country. 
Nevertheless, some research has been published about conducting a virtual leadership 
workshop for marginalized girls using on-site facilitators. One of the goals of this research was 
to create a virtual research environment that can enable participants to gain needed knowledge 
through a V-PAR project collaboratively conducted by researchers, facilitators, and participants. 
Many factors make a virtual study different from a face-to-face study; two experienced here were 
timing and scheduling of the research. The flexibility of the schedule was a big part of the study 
since all the participants had to learn Zoom technology and become accustomed to online 
communication as the main way of participation.  
This study supported Aune’s (2002) and Burke and Cummins’s (2002) discussions about 
the need for collaborators to be flexible and willing to change timelines as situations arise and if 
the participants’ outside obligations may conflict with the project. This research followed Burke 
and Cummins’s (2002) suggestion that projects should be thoroughly planned before beginning 




initial time commitment on the part of everyone who was involved. The iterative process also 
deepened the ownership in the project and created true stakeholders.  
The emancipatory nature of PAR also supported this more organic, democratic 
methodological approach. Due to the always-changing COVID lockdown situation in Nepal, it 
was hard to follow the planned schedule, but, because the universities were closed, participants 
were more available and had enough time to learn the new technology and new skills. The 
challenge was dealing with the uncertainty in our future plans, which caused some frustrations. 
In the curriculum we asked participants to collect data by including written, video and 
audio reflections, digital images, and to create stories with multiple purposes to suit the needs of 
multiple constituents. This self-produced data plus digital stories on social media can provide 
participants with learning outcome assessments, progress roadmap, transformation diary to come 
back to for future references, and potential upcoming projects. Also, ENG can utilize these data 
for donor outreach and fundraising efforts for the causes and subjects on women’s empowerment 
or teaching leadership skills to young women virtually.  
As a part of the curriculum, participants virtually reviewed the online videos on YouTube 
that I had suggested according to the predetermined topics and schedule and then reviewed the 
material in a workshop setting with a facilitator to provide scaffolding through a constructionist 
approach of learning by doing. Participants met the facilitators virtually to provide an immersive 
space to review and practice the content of each module. Upon completion of the curriculum, 
participants were able to use the modules, in whole or in part, to teach the participants. 
Eventually, the curriculum will be made available online and can be used by community 
members to continue the train-the-trainer method and facilitate V-PAR projects in their 




Phases of PAR 
A myriad of research models for PAR are mentioned in the literature (Susman, 1983). 
Figure 3.2 shows the five-phase model that Tetui et al. (2017) attributed to Gerald Susman and 
that was used to conduct this research. 
Figure 3.2  
 




Note. Adapted from “An Assessment of the Scientific Merits of Action Research,” by G. I. 
Susman & R. D. Evered, 1978, Administrative Science Quarterly, 23(4). Copyright 1978 by 
SAGE. Used by general terms of publication (See Appendix F).  
 
We had total of 10 cycles in this research, each cycle comprising the five phases of the 
PAR model. The cycles were divided into three sections: preparation, planning and design of 



















In each cycle, the facilitators and I diligently examined each step of the process to gain 
new insights into planning a more effective potential cycle. After receiving positive feedback 
from participants, the facilitator team decided that the number of cycles necessary to achieve this 
dissertation’s objectives was satisfactory.  
Each cycle was a learning experience for the researcher, facilitators, and participants, 
further clarifying the main problem they were addressing. In each cycle, participants were 
increasingly more involved in the decision-making process, which helped them better understand 
the issue at hand from different perspectives and consequently discuss the issues more 
effectively. Each cycle expanded the participants’ ownership of their own resources and abilities 
for further deployment and organization.  
The Pilot Study 
Before diving into the dissertation research, there were some insights sought and from a 
pilot study with the same community of practice. There were two purposes for the pilot study: 
The first was to learn whether and how PAR could be an appropriate choice of methodology 
given the full study objectives. The second purpose was to explore how this work could inform 
future mentorship programs and leadership trainings for young women in Nepal and provide 
insight into the sustainability and effectiveness of future programs. 
 Table 3.1 
 Description of Sections, Cycles, and Time Requirements in This Study 
Section Cycles Total Hours Spent 
1. Preparation 1–2 10  
2. Planning and design of workshop 3–7 22  




I was involved and partnered with a team of 10 female Nepali college students and 
graduates who had been members of ENG, to help design and conduct the leadership program 
for empowering young women to pursue their leadership aspirations.  
The participants were between the ages of 18 to 27 who were studying various majors 
including finance, business, management, engineering, science, social work, and nursing. They 
had been volunteering for ENG for the previous several years. I invited over 30 young women to 
be a part of the pilot study, but due to the holidays in Nepal, only 10 were available full-time to 
participate while I was visiting Nepal from September 27 to October 15, 2019. 
Most of the ENG college girls had access to the Internet, email, and have Facebook 
accounts; that is how ENG staff in the United States stay in communication with them. Prior to 
my visit to Nepal, I invited 30 students to a Facebook group chat and assessed their availability 
for the project. In the past several years, as a member of the board of directors of ENG, I have 
visited Nepal every year to evaluate the scholarship students’ school participation and 
performance. The college-level girls who were participating in this pilot study, spent a lot of time 
with me every year and knew me very well. We have been actively talking on social media via 
Facebook or Instagram. Additionally, in the past few years, I have had different small interactive 
leadership workshops for them. All the girls know how to get in touch with the board members 
and, in case of any emergency, where to get help. ENG is fortunate to have a few psychologists 
and experts in youth issues on our board that can always be contacted for counsel or guidance.  
I designed a consent form (Appendix C) to mitigate any conflicts of interest and to 
educate the participants on the details of the study. The consent form provided an opportunity for 
all the participants in the pilot study to decide whether to participate of drop out in case they 




the consent form, since the nature of PAR is collaborating with the participants and including the 
community in the whole process (Herr & Anderson, 2015; Ozer, 2017). 
The first step in the pilot study was focused on preparing the community of practice. I 
designed a few meet-and-greet sessions before the pilot study workshop to develop confidence, 
relatedness, commitment, and team spirit. These are the detailed components of the pilot study: 
1. Preparation session: Initial group meeting to discuss the pilot study with the ENG 
students and give them some information about my PhD program, the topic of my 
dissertation, and the methodology of choice. 
2. Preparation session: Discuss the consent form and the risks involved. 
3. Preparation session: Create a schedule that works for everyone to meet together. 
4. Cycle 1: 100-minute focus group in person to discuss the sample topics in the 
programs shared in Appendix A and B to design the future leadership training. The 
programs were emailed to them a month before this date. The chosen topic by the 
participants to discuss was communication skills for a leader. Concluded the meeting 
by examining the reasons behind the chosen topic and recording the learned lessons. 
5. Cycle 2: 120-minute pilot study workshop on a selected topic. Workshop on effective 
communication including role play and discussion. This meeting was followed up by 
an evaluation session on how useful the workshop was and how to go forward from 
here.  
6. Cycle 3: 90-minute survey and discussion about importance of this workshop, 
advantages and disadvantages. 
These are the changes I made in the design of the main dissertation research as a result of the 




• For the dissertation research, I provided more variety of leadership curriculum for the 
girls to study including ELA in Bangladesh, Champions in India, KGBV in India, 
LGL in India, and Her Turn in Nepal. Nevertheless, in the pilot study, I only shared 
the two programs mentioned in Appendix A and B with the girls in the pilot study 
because it was brief and the limited goal was to test the feasibility of PAR in this 
study. I only needed to pick one or two topics and the mentioned programs provided 
plenty of options and generated a lot of good conversations in preparation for 
dissertation.  
• I chose a different time of the year to travel to Nepal when more girls were in town 
and available for participating in the workshop. I decided to take note of Nepal’s 
cultural calendar. I didn’t travel to Nepal due to the lockdown during COVID-19 
situation but for future leadership workshops, I chose better timing. 
• I did not have all the participants’ phone numbers and had to communicate with them 
via email or Facebook. For my dissertation, I requested to have their phone numbers 
to plan better with improved accessibility.  
• There were times during the discussion that girls would talk to each other in Nepali 
language which I did not understand and when I asked them to translate or say it in 
English, it sounded shorter than what the original communication was. Accordingly, 
for the dissertation research, I hired a translator to translate those part of Zoom 
meeting and the side conversions that need translation.  
• Another supportive intervention that I added for my dissertation as a result of the pilot 
study, was asking for permission to record the Zoom meeting to capture nonverbal 




• For the dissertation I spent more time in Cycle 1 to explore more topics that could 
have been included in the workshop or any kind of intervention chosen by the 
community of practice. I spent a total of six hours to discuss the new curriculum by 
reviewing other curricula that have been offered in other mentioned organizations.  
• For the dissertation, I presented the topics that girls previously referred to as 
“complex” in a more accessible fashion to make them more readily graspable.  
• In the dissertation research, I tried to be more flexible over time than was possible in 
the pilot study, cultivating an exploratory coaching stance and keeping asking 
questions rather than coming up with answers. 
Description of Terms Used in This Chapter 
Sessions, discussions, and meetings all refer to Zoom meetings with participants or 
facilitators in Nepal. Each session was a 1–3 hour Zoom meeting that is mentioned in each cycle 
separately. Cycles reflect the spiral nature of a PAR study, which helped us gain insight in each 
cycle of five phases. In each cycle we addressed an issue, analyzed it, and reflected on the 
collected data to improve the next cycle. Each cycle had the five phases of diagnosis, action 
planning, taking action, evaluation, and learning, as outlined in Figure 3.2.  
Implementation and Structure of the Study 
The implementation of the research was based on utilizing the insights from the pilot 
study plus incorporating the phases of V-PAR, that is, identification of the problem, action 
planning, taking actions, evaluation, and learning.  
As depicted in Table 3.1, there were a total of 10 cycles. Each cycle had five phases as 
shown in Figure 3.2. The transition between the phases were fluid and nonlinear due to the 




analyzed phase by phase in 10 tables. Below is a detailed exploration of each phase of a cycle 
according to the Figure 3.2. 
To summarize, the following are the phases and steps taken for this research: 
Phase One:  
1. Analyzing the existing situation including the area and the participants 
2. Identifying and deep understanding of the most significant problem  
3. Linking the identified problems to a broader context 
4. Gather information about the community and learning about the dynamics in 
relationships 
Phase Two: 
1. Investigation and research to develop solutions for the problem 
2. Collectively deciding on what actions to take  
Phase Three: 
1. Leading, Coordinating and implementing a set of actions 
2. Mobilize resources, engage in discussions for further actions 
3. Exploring the effectiveness of the researcher remote participation 
Phase Four: 
1. Studying the consequences of the implemented actions 
2. Evaluating the results, conducting surveys, identify constrains 
3. Present the results at group meetings for further discussions  
Phase Five: 





2. Encourage positive performance and strengthening weak links 
3. Include an outside trusted person who can cross-examine the conclusions 
Each phase was a learning experience for the researcher, facilitators, and participants. 
Table 3.2 shows who the participants were in each cycle and the actions taken in each cycle. The 
first seven cycles were to prepare for Cycles 8, 9, and 10 (3-day workshop).  
Table 3.2  





in this cycle? 
Action 
1. Preparation 1,2 All participants & 
facilitators 
Preparation for the workshop 




Preparing the facilitators for the 








All participants & 
Facilitators 
Workshop day 1 
Workshop day 2 
Workshop day 3 
 
Table 3.3. shows the number of Zoom meetings and the length of each meeting for the 














Section 1: Preparation  
This section included two cycles focused on preparing the participants and choosing the 
facilitators to start designing the curriculum. One was based on exploration of topics that need to 
be included in the workshop. In the second the selected topics were refined and facilitators 
volunteered themselves to plan and design the workshop. 
 Cycle 1 (Three Meetings). The first cycle prepared the community of practice for the 
research. In this step, the outsider researcher developed confidence, relatedness, commitment, 
and team spirit in the community of practice so they could trust the researcher and my intentions 
(Sokhanvar & Salehi, 2019). I had a huge advantage over researchers who have had no prior 
contact with their co-researchers, since I have been working at ENG since 2013. Building a close 
relationship in the past seven years with the participants had a positive impact in encouraging 
them to collaborate with more openness. Additionally, the positionality of the researcher as an 
insider, or the outsider to the research, determines how one thinks about power relations, 
research ethics, and the feasibility and utility of the study’s findings. 
Table 3.3 
Number and Length of Zoom Meetings in Each Cycle  
Cycle # # Zoom meetings Hours spent in 
cycle 
 1 3  6 
 2 2  4 
 3 2  4 
 4 3  6 
 5 2  4 
 6 2  4 
 7 2  4 
 8 2  6 
 9 2  8 




At this point, I sent an invitation letter plus a short description of this study to the 
participants. In the email, I attached all the programs discussed above in the literature review, 
including the overviews of LGL (Appendix A) and for Her Turn (Appendix B) to a group of 40 
college-level students who were eligible to participate in the leadership workshop. I followed this 
email up with a questionnaire about their time, availability, and accessibility to the internet. 
This cycle involved three virtual group discussions with ENG scholarship students to 
identify the problems and challenges they are facing. These meetings were done over Zoom after 
ensuring their proficiency with this software.  
Each group meeting was 2 hours. In the first discussion, I explained my role as a virtual 
researcher, the role of the facilitators, and what they need to expect from this study. In the second 
discussion, I asked the participants to write down and share privately the problems they face in 
their everyday lives as young women, why these problems exist, and what could be done about 
them. Since there had been discussion with some participants before, I conducted an 
asynchronous implementation of the nominal group technique (Dowling & Louis, 2000); this 
meant asking them to send me a list to discuss in the next meeting. This technique helped to 
assuage concerns, eliminate the power differential, and democratize their contribution. Over the 
past 17 years, the challenges the students were facing in their daily lives had been previously 
identified in community-based discussions, but they were addressed with superficial remedies, 
versus being treated as topics worthy of deep scrutiny.  
Therefore, in this leadership workshop, we re-examined the challenges faced by, and 
activities that help young women in Nepal to work on leadership competencies of their choice 
such as self-confidence, critical thinking and self-motivation, among others. I introduced them to 




also Bangladesh and India. The first program was LGL, a global movement to empower girls to 
attend school, stay healthy, escape poverty, and overcome violence. LGL empowers girls and 
their allies to lead social change through advocacy, education, storytelling, economic 
empowerment, and strategic partnerships. 
The second program for empowering young women in Nepal is called Her Turn 
(Appendix B). The curriculum in Her Turn covers basic health issues such as hygiene, 
menstruation, nutrition, and safety issues such as domestic violence, sexual abuse, human 
trafficking, and early marriage. In addition to these pragmatic and hard skills approaches, the 
program is also devoted to developing soft skills including self-confidence and leadership skills. 
The last part of the program features outreach and includes a small project to benefit the 
community.  
The young women regularly meet with their mentors to receive feedback on their 
progress to date. On the last day, they celebrated the completion of the program, and girls who 
acquired new skills received an award. These events served as advocacy platforms for the 
participants to talk publicly about issues they find important such as early marriage, trafficking, 
domestic violence, and related issues. 
In the second virtual group discussion, we talked about the leadership competencies that 
could help them overcome their challenges. Some of the suggestions were very similar to those 
made during the pilot study, for example, self-confidence, critical thinking, team building, time 
management and effective communication. At the end of the third meeting, I asked the students 
to be a part of the facilitator team and to email me separately. I explained again the roles of a 
facilitator which was looking further into finding solutions and teaching these skills to the rest of 




Originally for this phase, my main contact for scheduling the meetings and inviting 
participants was Babita Gurung, the ENG senior program administrator in Nepal. Babita 
suggested that only students who have time and good internet sign up to be a facilitator. She also 
asked that the workshop to be held at the main office of ENG in Kathmandu since other locations 
will not be free of charge and due to COVID-19 most of the conference halls are closed. I invited 
all the participants to start recording the conversations, taking notes during the sessions, and 
keeping journals so we could discuss and assess the collected data in facilitator’s meetings as we 
went through the PAR cycles. Appendix D is the list of open-ended questions I asked during the 
first three virtual meetings of Phase 1 to expand the conversation.  
In Cycle 1, all participants and facilitators discussed the topics to be selected for the 
leadership workshop. Furthermore, the participants studied the six curricula (outlined in the 
literature review here) and detailed in the previous section. In addition, I conducted 
asynchronous implementation of the nominal group technique to gather their suggestions on 
topics. I facilitated discussions on the results received from everyone and shared those results 
with the whole group.  
The main lesson from Cycle 1 was that the participants realized that the leadership skills 
they needed to learn did not necessarily have to be focused on leading big groups, and that self-
development can enable one to lead more effectively. Self-awareness, financial literacy and 
sexual and menstrual health are all examples of such skills. 
Cycle 2 (Two Meetings). In this cycle, the participants and facilitators were asked about 
the topics they needed to learn in order to address the problems they face in their daily lives. I 
added the topics of tempered radicalism and relapse prevention after a review of the needs and 




they were increasingly aware of the topics necessary for the participants to study and learn in 
order to excel in their daily lives. 
At the end of this cycle, we had a list of topics to start the formal dialogue. These were, 
self-confidence, communication skills, time management, problem solving, gender equality, 
effective feedback, critical thinking, sextual health, conflict management, public speaking, 
exercise for mental health, accepting responsibility, financial literacy, and team building. In 
addition, four students who had volunteered to be facilitators, in addition to Babita and myself, 
continued the design of the workshop.  
Section 2: Planning and Design of the Workshop 
The main purpose of this section was designing the curriculum for the workshop with the 
help of volunteer facilitators. This section includes five cycles that facilitators prepared 
themselves to deliver, comprising the selected topics contextualized within the Nepali culture. 
Each cycle was focused on solving an issue that was stopping us from going forward such as 
lack of confidence, motivation, participation, and feeling of overwhelm due to the workload.  
We conducted 11 two-hour Zoom meetings with the facilitator team to go over the results 
of the first two cycles. However, after a few meetings, we realized we might have to prepare 
ourselves for a virtual workshop in case the COVID-19 lockdown continued longer than first 
expected. The topics of discussion included clarification of the workshop agenda, logistics, 
virtual group activities, timing, and scheduling for the future phases. As the content expert in this 
phase, I identified more topics upfront that needed to be included in the workshop, such 
as strategies to deal with resistance to change in the system.  
Most of this section, which, in total, took 22 hours, was spent on group conversations 




also created and practiced virtual group activities to present at the workshop. We revised the list 
of topics a few times during this phase based on the progress we were making with the 
facilitators. It was challenging to plan the timing of the workshop due to the limitations caused 
by the COVID-19 pandemic.  
Cycle 3 (Two Meetings). The participants and facilitators started Cycle 3 with the fear 
and uncertainty caused by the pandemic. They decided to spend two meetings to learn about 
dealing with the anxiety and depression caused by long quarantines. To address and further bring 
awareness to the importance of mental health for leaders, the facilitators dedicated one complete 
session to learn and teach how to stay motivated and how to utilize the current lockdown as a 
positive influence on their families and communities. We also had a 2-hour Zoom meeting with 
facilitators and all the participants on the impacts of the COVID-19 pandemic on women in 
Nepal. As a result of this workshop, the participants became more aware of the advantages of 
learning leadership skills.  
Cycle 4 (Three Meetings). Between Cycle 3 and 4, facilitators had two weeks to study a 
topic of their choice to present at the workshop. Cycle 3 was focused on the facilitators 
practicing the presentation content and updating their presentations to be more culturally 
suitable, in addition to learning public speaking and communication skills to become more 
effective presenters. First, facilitators presented in front of each other for an hour each, then we 
discussed applying their assigned topics in their personal lives and how to utilize that new 
skillset to achieve their personal visions. Then, I asked them to give this presentation to someone 
in their household and ask for their feedback afterwards. The results are presented and analyzed 




With the exception of Babita and myself, it was first time for all the facilitators 
presenting in front of an audience; therefore, it took them a few sessions to gain confidence in 
presenting. After their first presentation, I realized they need to personalize the content to be 
more aligned with their culture and personal experiences. Therefore, part of each meeting to talk 
was dedicated to talking about the connection of the topics to their lives and ways to bring more 
focus on the purpose of the workshop. 
Cycle 5 (Two Meetings). The issue that initiated Cycle 5 came up when two of the 
facilitators told me that they feel overwhelmed by the amount of preparation needed for the 
topics they had to learn. They said that they felt stressed because they did not think they were 
capable of presenting those topics, especially since it was their first time. We had two two-hour 
Zoom meetings and talked about techniques to deal with stress as well as how to overcome 
shyness and confidently ask for help from teachers, classmates, family, and friends. We also 
talked about critical thinking and problem-solving approaches. After this cycle, the facilitators 
realized that our sessions were safe spaces for learning and improving and that when they felt 
stressed, they could discuss this with the other facilitators and myself.  
Cycle 6 (Two Meetings). Since most of the facilitators were overwhelmed with the 
amount of preparation needed for the presentations, we decided to take a short break and come 
back after a week so facilitators would have more time to practice their presentations amongst 
each other. However, after the break the facilitators still did not sound confident presenting the 
topics that were assigned to them and their PowerPoint slides had much room for improvement. 
We had two two-hour Zoom meetings in two days and discussed how to be more confident while 
presenting, and how to prepare for a presentation. Facilitators asked me to give them some tips 




and talked about how to be an influential public speaker. We discussed how to make a virtual 
meeting more interactive and interesting so the participants could remain more engaged 
throughout the duration of the meeting. We also discussed using more graphs, pictures, and 
tables, as well as more relatable content in their slides. After Cycle 4, this was the second time 
we were evaluating the slides, so we decided to add public speaking and PowerPoint slide 
generation to the curriculum.  
Cycle 7 (Two Meetings). Cycle 7 was delayed because we were anxiously waiting for 
the lockdown to pass to have the workshop in person. During the lockdown, the Nepali 
government’s recommendations would change from one week to the next, which made it 
unstable grounds for us to plan any in-person meetings over. Therefore, to ensure the 
participants’ safety, the facilitators decided to conduct the first day of the leadership workshop 
over Zoom. After receiving feedback in the previous cycles and having had the chance to 
rehearse all the topics, the facilitators practiced their final presentation and felt ready to do a 
practice run. This was the first time the facilitators were presenting in front of participants.  
My role as the host was to introduce the facilitators and mention their presentation topic 
while taking notes and observing the implementation of the plans. The workshop was recorded to 
be evaluated in the next facilitator meeting, which is analyzed in the next chapter. The main 
lesson learned in this cycle was the need to address lack of participation in the meeting—only six 
participants showed up at the first day of the workshop. This helped us realize that as we are 
practicing the content and focusing on the presentations, it is necessary to remember to engage 
with the participants and keep them involved so they would be interested and invested in 




To address the lack of participation, the facilitators made a list of all the ENG participants 
and assigned each facilitator to call three participants to find out the reason for their lack of 
participation. The reasons we received were varied, such as lack of access to the Internet, the 
cost of connecting over the Internet, no access to the Zoom application, having been out of town 
as well as family problems. Consequently, we realized we might have to conduct the research 
with less participants or we can invite other college level students from other organizations to 
participate. 
I reached out to Jesse Breffle, the co-founder of Raksha Ascent, a nonprofit organization 
that supports young women’s personal development as future leaders. We decided to invite this 
organization’s members, specifically those between 18 and 30 years old, to an introduction 
session. The plan was to talk to the facilitators and the new audience afterwards to make sure the 
first day of the workshop was beneficial for the participants, while remaining aligned with the 
facilitators’ goals for the meeting. The main learning that resulted from this cycle was that 
bringing new participants from a different organization and expanding the network of ENG 
participants and facilitators brought new excitement and motivation to both groups. 
Section 3: Workshop Delivery 
This section has three cycles, one for each of the three days of the workshop. It took 32 
hours and seven cycles of preparation and design to make the workshop ready for delivery. Due 
to the length of the sessions, each cycle happened over two days and five presentations. The 
participants were invited from two different nonprofit organizations, ENG and Raksha. In Cycles 
8 through 10, the participants and facilitators dealt with issues such as changing the platform of 
delivery from in-person to virtual and the transference of the interactive group activities to the 




Cycle 8 (Two Meetings). In this cycle the facilitators invited the participants from both 
ENG and Raksha organizations, including the ENG college students in India and Bangladesh. 
The goal for the first meeting was to connect the two organizations and create a safe space for 
the participants to feel comfortable and confident to share in front of new virtual participants. To 
make the workshop more accessible to all participants, we decided to make it shorter so it would 
be more convenient to those with less access to the Internet or computers. On the first day the 
facilitators conducted a two-hour introduction session, and I explained the purpose of the 
leadership workshop as well as my PhD dissertation goals as well as giving a short history of 
ENG and Raksha. Additionally, all the participants introduced themselves and shared why it was 
important for them to learn leadership skills. On the second day, we introduced the curriculum, 
and the facilitators gave presentations of four topics for 30 minutes each. These topics were time 
management, self-confidence, communication skills, and problem-solving skills. There were 28 
people present virtually, some of whom got disconnected due to bad internet connections and 
power loss. We divided the participants into small two-person groups on Zoom so they could 
share together one-on-one.  
At the end of day one of the workshop, we had an evaluation session at which the 
facilitators studied the consequences of the applied actions and evaluated the results, 
implementation, logistics, and decision-making processes. We also conducted surveys, compared 
notes and journals to identify the constraints and assessed the collected data. Evaluation meetings 
with facilitators were conducted in preparation for the next workshop session, after the 
completion of each workshop. After each Zoom meeting, I asked all the facilitators to stay longer 
and discuss the workshop, including the level of participation, feedback from the participants, 




During the meeting, the facilitators each answered these questions: “How do we know 
that this is working?”, “What do we need to find out that will help us to make this decision?”, 
and “How are you feeling about the process?” Some of the answers were not as in-depth or clear 
as desired, and I needed to do further probing to achieve a richer understanding of different 
aspects of the experience that lead them to their conclusions. I achieved this by asking questions 
like “How is it going?”, “Where is that coming from?”, “Tell me more about that”, and “What 
will they be seeing or doing if this is working or not working?” The goal was to add to the 
fluidity of the process by keeping the conversation going to stay in touch with what is happening 
and recording it accurately.  
During Cycle 8, to get feedback from the participants the facilitators administered five 
anonymous surveys (Zoom polls) using asynchronous implementation of the nominal group 
technique (Dowling & Louis, 2000) to get the participants’ input during and after the workshop. 
In the poll results, the participants from Raksha requested the workshop to be in Nepali to help 
them understand the content better. They also asked for more interactive group activities, and 
four participants requested to join the facilitator team and present a topic. 
At the end of Cycle 8, before moving on to the next virtual workshop day (Cycle 9), we 
had an additional meeting with the facilitators to discuss the feedback received from all the 
surveys and how to improve the next Zoom meeting. In this phase, facilitators encouraged each 
other for their performances and provided specific constructive feedback to strengthen their 
weaknesses. The two main questions answered in this phase were “So what?” and “Now what?”. 
“So what” explored how to make meaning of what has been happening, and why this matters. 
“Now what” is the imminent question. It informs the next steps of the process that shape the big 




third-party evaluators who reviewed the conclusions. Benita from the United Nations’ 
Development Programme for young women, and Jesse Breffle, the co-founder of Raksha, were 
included in these sessions.  
Cycle 9 (Two Meetings). In this cycle, facilitators gave a six-hour presentation, split 
over two days, on effective feedback, critical thinking, sexual and menstrual health, conflict 
management, and speech. The number of participants increased in this cycle, as some of the 
ENG students requested to invite their sisters and college classmates to participate. In some 
houses, there were more than two people in front of the camera, participating. We increased the 
number of small-group activities by using Zoom’s Breakout Room feature. To raise the energy 
and increase the engagement of the participants, we added two-minute dance breaks every hour, 
with a new participant suggesting a new song to play for each break. We invited successful 
female guest speakers to share their stories and struggles as women in their industries. We also 
added homework assignments for each day of the workshop.  
The two new topics, relapse prevention and tempered radicalism, were presented to the 
participants to increase the participants’ knowledge retention. Tempered radicalism helps women 
understand how to engage in activism within oppressive systems, so it gives them pragmatic 
steps towards effective agency and change. In this cycle, the facilitators delivered a detailed 
presentation on the importance of relapse prevention in leadership development programs. 
Facilitators shared examples of previous experiences of relapse prevention and asked participants 
to think about times when they had learned a new skill but forgot to use it when the right 
opportunity had presented itself. Since the meeting was virtual, a poll on Zoom was provided for 
the participants to share their past relapse prevention experiences anonymously. The result was 




common between participants that triggered the relapses, such as when the participants had to 
choose between the cultural norms that are practiced in their families and what they have learned 
in training. Most often, they chose what made their family happy to avoid any conflict. 
During the evaluation, participants were asked about their feedback on the new additions 
in this cycle, and the results were recorded and discussed in the facilitator meeting. One person 
commented on the lack of presentation skills of one of the presenters. One facilitator did not 
practice her topic enough, and she was nervous. Thus, it seemed that she was mostly reading 
from her slides. Afterward, I had a meeting for all the facilitators to schedule a session with each 
other or me to practice their presentation a couple of days before delivering it in front of all the 
other participants. As a result of this comment, facilitators decided to increase the practice time.  
The co-founder of Raksha, Jesse Breffle, and an ENG volunteer were the only males in 
the meeting. The primary purpose of inviting Jesse was for him to introduce his organization and 
make sure the new participants from Raksha are feeling comfortable and safe in the new group. 
After the meeting, I ran a poll between ENG participants to ask all the ones who did not know 
Jesse if they were okay to have a male participant and if they felt comfortable and safe sharing in 
his presence. The result was positive, and participants were happy to welcome men in our 
meetings.  
Cycle 10 (Two Meetings). Facilitators gave a six-hour presentation split over two days 
discussing these topics: accepting responsibility, financial literacy, leading groups, team 
building, goal setting, self-motivation, and exercise for mental health. We continued the 
conversation on how to retain the gained knowledge to continue empowering women. We 
decided to continue this online gathering at least once a month and pick one or two topics from 




more about the struggles of women and be part of the solution. One facilitator asked for feedback 
about her presentation, and how she could improve it, and the rest of the facilitators continued 
the same trend after her. One participant asked for a role play to better understand the group 
activity, and facilitators decided to include role play in future group activities.  
At the end of this cycle, the participants and facilitators got to a point where they did not 
propose any new changes to the sessions. All the feedback I have received after this cycle was a 
duplication of previous feedback. We decided to conclude the data collection. However, we 
agreed to scrutinize the possibility of future relapse prevention workshops. 
Challenges and Limitations 
“Participatory Action Research is neither the long-awaited miracle solution nor overnight 
magic” (Maguire, 1987, p. 43). There are many obstacles to face as a PAR researcher, four of 
which are highlighted below. Due to the COVID-19 pandemic, the methodology was upgraded 
to V-PAR. Since a virtual element was added to this study, in some cases we faced different 
limitations, specifically due to the remote nature of this communication style and the vast 
cultural differences and misunderstandings.  
The first challenge was the transfer of skills to the community of practice because PAR 
expands the researcher’s role to an educator and activist. I was obliged to have adequate teaching 
abilities and a commitment to transfer skills. Fortunately, I have nine years of teaching 
experience, but the facilitators who were conducting the workshop had to learn teaching skills in 
a short amount of time. Since the meetings were being held virtually, a second challenge was the 
lack of participants’ access to smartphones or computers and reliable internet connection for 




but also developing processes that allow us to capture the complex culture of Nepal as it pertains 
to women.  
            In PAR one of the major concerns of the researcher is time. The researcher has no control 
over the time commitment that is necessary from the researcher or the participants to effectively 
address the subject of study. For this dissertation, I did not have to spend any additional time to 
establish relationships and create a community of practice, because of my previous work and 
history with the participants. On the other hand, due to COVID-19, we had to spend a long time 
in preparation and design before implementation of the workshop in Cycle 8. We could not set a 
date for the in-person workshop due to the safety of the participants, increase in COVID-19 cases 
in Nepal, and lockdown of Kathmandu.  
            Another critical point that I had to continuously be aware of was the communication style 
and wording of documents, proposals, and descriptions. The wording had to be tentative and 
emphasize joint discussions and joint decision making rather than accomplished ones. I tried to 
maintain providing a welcoming space for participants to explore their own perceptions of the 
problems and determine the level of interest in creating a solution. 
Since V-PAR is not a traditional methodology, a challenge was to develop initial 
benchmarks on how quality in V-PAR was interpreted and defined. To examine this further, we 
looked at feasibility, accuracy, utility, and propriety (Herr & Anderson, 2015). Feasibility refers 
to the research realism and frugality. Accuracy concerns the extent to which the research is 
providing accurate information about the practices studied. Utility is whether the research serves 
the needs of the intended stakeholders and propriety is assessing if the research conducted legally 





Quality of V-PAR 
The diversity of PAR opens up a wide range of choices for the conduct of inquiry, which 
allows for the acceptability, rigor and nuance of V-PAR. The key dimension of quality is to be 
aware of one’s choices, and to make those choices clear, transparent, and articulate to ourselves 
and to participants. In order to uphold the rigor of the PAR methodology, the researcher must 
find ways of checking feasibility, utility, accuracy, and propriety within the parameters of the 
intervention model and must build the research agenda around the possibilities that the 
participants make available. 
Notions of accuracy and utility are central to the concepts and practices of V-PAR. In 
order to uphold accuracy and utility, participation of stakeholders in all activities is essential, 
thus demanding attention to power dynamics and trust building. Accuracy of research is heavily 
dependent on the consistency of the process and the exactness of reporting results. A study is 
accurate when it adequately captures the experiences of participants. In PAR, both the researcher 
and the community must collaboratively decide on the criteria for accuracy (Alvesson & 
Skoldberg, 2000). Accuracy in PAR means that the truth and knowledge of the community is 
both honored and transferred to the researcher and the research.    
Determining feasibility of research demands serious attention to the nuances of action 
and planning that are generated from a V-PAR endeavor. The researcher should strive to ensure 
that the findings would be feasible to the other participants by honoring the V-PAR procedures 
and feeding the public knowledge back to the community of practice who made it possible. Prior 
to starting a PAR project, the community and the researcher must assess its feasibility. If 
feasible, the community and researcher may wish to visualize potential barriers to participation 




appropriate accommodations with the possibility to offer various options for participation 
(Ochocka et al., 2002). 
Propriety puts emphasis on the ethical and legal aspects of the research. Due to the       
ever-present power disparity between the researcher and participants, there is a continual risk 
that community members’ local knowledge will be subjugated by researchers’ knowledge, and 
that the researchers’ interpretations will prevail over the communities’ (Coenen & Khonraad, 
2003; Fadem et al., 2003; Reid, 2000; G. Roberts & Dick, 2003). Therefore, it is important to 
emphasize propriety of the research and the community’s control over the research project, 
which means involvement of the community in all stages of the project ethically and creating 
space for community knowledge. This approach means that in the co-construction of knowledge, 
researchers may frequently seek the input of community members prior to offering their own 
interpretations or understandings. 
Since PAR cannot be validated with the conventional scientific qualification criteria, H. 
Moser (1975) suggested three criteria. The first is transparency, meaning that all participants are 
able to trace the whole process of the PAR, its functions, aims, and methods. Moser’s second 
criterion was compatibility of the aims with the methods and means with which they are reached. 
The researcher who participates in research with the community cannot claim the traditional 
researcher’s distance and a view as an independent observer. Thirdly, the participant researcher 
should be able to claim that she knows the situation better than does any outside observer and 
that she has honestly set forth all the aspects she had become aware of. These three criteria will 





The chapter provided a comprehensive explanation of the reasons for choosing PAR 
method and how it was implemented in this study. Also, this chapter gave a detailed overview of 
the 10 cycles of PAR by using the five-phase approach suggested by Susman (1983). Half of the 
cycles were spent training the facilitators to conduct the leadership workshop. Seeing the growth 
and development of the participants, and facilitators and improvement of the workshop cycle by 
cycle, was compelling for everyone. Merging two nonprofit organizations ENG and Raksha was 
another surprise that we did not expect at the beginning but brought so much excitement to 
everyone involved. Going through the cycles, and reflecting on the learnings, was rewarding and 
life-changing for all of the participants, as well as me. 
This is an inspiring research study because of its contribution to the body of knowledge 
on women’s empowerment. Using a virtual environment to conduct the whole research using 
PAR methodology was challenging and a unique experience that provided an opportunity for 
ENG and Raksha to expand their leadership programs. In the next chapter I present the findings 





Chapter IV: Findings 
The goal of this study was to examine the impact of a leadership program, designed and 
conducted by, and for, female college students to empower themselves to aspire to take on 
leadership roles in their personal and professional lives. Due to the COVID-19 pandemic, the 
whole study was conducted virtually using V-PAR. PAR, in general, creates a collaborative 
environment for participants to define and solve the problem with the assistance of facilitators 
and the researcher. V-PAR made the collaborative methodology of PAR accessible and virtual 
during the global pandemic. 
The research addressed these two primary questions: 
• How can an effective leadership development workshop be created for young college 
level women in Nepal using V-PAR? 
• What can be learned by integrating digital tools and platforms in PAR that impact the 
effectiveness of the workshop? 
Chapter IV presents the findings and analysis of the research, and is divided into three 
sections: preparation, planning and design of workshop, and workshop delivery. Table 4.1 shows 
the cycles for each section and the issues resolved in each cycle.  
Table 4.1 
Study Sections, Cycles, and Duration 
Section Cycles Total time spent 
One: Preparation Including cycles (1-2) Issue 1: Lack of topics 
Issue 2: Lack of presenters 
 
10 hours 
Two: Planning and design of 
workshop 
Including cycles (3-7) 
Issue 3: Lack of motivation 
Issue 4: Lack of alignment with 
Nepali culture 





Section Cycles Total time spent 
Issue 6: Overwhelm 
Issue 7: Lack of participation 
 
Three: Workshop delivery Including cycles (8–10) 
Issue 8: Changing the platform 
Issue 9: Lack of group activities 
Issue 10: Keeping the momentum 
22 hours 
 
From Table 4.1, it can be seen that the 10 cycles were divided into three sections: the 
preparation had two cycles; planning and design of the workshop had five cycles; and workshop 
delivery had three cycles.  
I begin this chapter by presenting a brief overview of the insights from each cycle using 
tables for further clarification. Thereafter, the findings will be presented cycle by cycle using the 
five phases of PAR. Each cycle includes five rows in the table symbolizing the five phases of a 
PAR cycle—the issue that was dealt with, the plans to address the issue, and the actions taken to 
solve the problem. As shown earlier in Tables 3.1 and 3.2, each cycle is different from the other 
cycle in the number of participants and the hours spent on the cycle. The first seven cycles are 
preparation, planning and design for the leadership workshop. The last three cycles are the 3-day 
workshop. 
Section 1: Preparation 
The preparation phase focused on choosing the workshop topics by involving all the 
participants and included two cycles of inquiry. Cycle 1 explored which topics to include in the 
workshop and Cycle 2 refined these topics plus choosing facilitators for the design of the 








In this cycle (Table 4.2) I asked participants to study the curriculum from other programs 
to get a better understanding of topics being discussed in other leadership programs for young 
women.  
Table 4.2 
 Five Phases of Cycle 1 (Preparation) 
Phase Focus 
Phase 1—Issue What topics to choose?  
Phase 2—Planning 
 
Studying the six curricula mentioned above, asynchronous 
implementation of the nominal group technique, discussions on 
the results received from everyone and share.  
 
Phase 3—Action Made a long list of all the topics suggested by all the participants  
Phase 4—Evaluation 
 
Reorganizing, categorizing the topics and removing those similar. 
A participant felt safe to share incidents of violence and feeling 
unsafe in her daily life as a Nepali woman. She requested to learn 




Participants were more open to choose new topics such as those 
for self-leading and not only related to groups. Also creating a safe 
space for sharing without judgment helped participant be more 
open and vulnerable.  
 
I asked them to send me a list of topics they are interested to learn in the workshop. 
Figure 4.1 is a word cloud based on the first survey. 
Figure 4.1 
 




The main lesson from Cycle 1 was that the participants realizing that the leadership skills 
they needed to learn did not necessarily have to be focused on leading big groups and that self-
development can enable one to lead more effectively as well. Self-awareness, financial literacy, 
or sexual and menstrual health are all examples of such skills. I explained the self-leadership 
theory and its application across cultures for the participants, and, after an hour of discussion, 
they had a better understanding of what topics to choose for the workshop. I explained to them 
that the development of leaders fundamentally begins with the development of themselves. 
Another observation from Cycle 1 was how patiently the participants supported each on 
the Zoom virtual platform by using the mute or share content functions. Because of the 
COVID-19 lockdown the participants’ families were home and could overhear the sessions. I 
asked them if they were okay with being observed by their families or if they would rather use 
headphones for more privacy. Surprisingly, they said they did not mind their families hearing 
them. It was a welcome surprise to see the present family members being supportive of the 
participants. In one case, the brother of one the facilitators gave his laptop to her to use for the 
meeting, and then listened to us the entirety of the session. At the end of the session, he asked 
me if he could participate next time. In the following meeting, I asked all the participants if they 
were comfortable to have men as a part of our group and they collectively agreed that without 
men’s participation, their movement to empower women would not go very far. As it turned out, 
her brother never participated again but another man, a volunteer at ENG, did participate in a 
few meetings.  
On some occasions it was hard to hear the participants, due to the background noise at 
their house such as family members talking, barn animals next door, and nearby traffic. 
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Therefore, I asked all the participants to have headphones going forward, to increase clarity of 
communication, privacy, and self-expression.  
Another observation concerned a protest in Kathmandu about an agreement signed 
between the United States and the Nepali government, which the participants felt was unfair to 
their country and about which they were disappointed. They spent half of the meeting explaining 
to me how unfair this treaty was, which was evidence of their engagement and passion for 
politics and the forces that affect their lives. I redirected their passion and feelings of frustration 
with their leadership to talking and learning about the importance of leadership skills and having 
leadership roles to impact their own lives as well as those they care about. 
Cycle 2 
Table 4.3 shows the progress that happened between Cycle 1 and Cycle 2. In the previous 
cycle the participants had been asked about the topics they needed to learn in order to address the 
problems they face in their daily lives. In Cycle 2 we looked at each topic and categorized them 
into groups for simplicity and clarifications.  
Table 4.3  
Clarification and Recategorization of the Topics From Cycle 1 to Cycle 2 
Suggested topics Chosen topics at end 
of the Cycle 2 
Confidence building Self confidence 
Public speaking Communication skills (active 
listening skills) 
Time management Time management 
Problem solving Problem solving and How to 
deal with failure 
Vocational training Gender equality 
Effective feedback Effective feedback 
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Suggested topics Chosen topics at end 
of the Cycle 2 
Decision making Critical thinking 
Health and wellness Sexual health and menstrual 
health (added after Cycle 8) 
Conflict handling Conflict management 
Resourcefulness Speech and public speaking 
(added after Cycle 6) 
How to stay focused Focus and concentration 




Building better future Financial literacy 
Leading groups Team building, goal setting, 
and self-motivation 
Decision making Tempered radicalism, relapse 
prevention 
From Table 4.3 it can be seen that participants in this cycle were grasping the vastness of 
the topics they could choose from. As time passed and they saw the power and influence of the 
lessons they were taking home, they further understood that there are many things we had yet 
touched on, yet that could be just as revolutionary in their lives. This realization also gave them 
more confidence to choose a topic that they did not have knowledge of but were interested in 
learning. Table 4.4 shows the phases within Cycle 2.  
Tempered radicalism and relapse prevention were suggested after all the participants 
expressed their interests and needs. As the facilitators went through the cycles and phases, they 
were more aware of the topics necessary for them to study and learn to excel in their daily lives. 
Consequently, most of the changes in the topics occurred in the design of week three of the 
workshop, as the facilitators started to research and practice their presentations. 
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Table 4.4  
Five Phases of Cycle 2 
Phase         Focus/Topics 
Phase 1—Issue Not having a curriculum 
Not having facilitators to teach the topics 
Phase 2—
Planning 
Asking for volunteers to study and teach the selected topics 
Surveying the participants to have more clarity on their needs and 
wants by asynchronous implementation of the nominal group 
technique  
Reviewing the six offered curricula 
Discussion of the curriculum with a staff at United Nations 
Developmental Programme for young women (UNDP) 
Phase 3—
Action 
Five people volunteered to be facilitators.  
The following questions are asked from the participants: 
• What do you hope to get out of this leadership workshop? If
you could choose any topic, what would you choose?
• What motivates you and the other participants to be more
involved in this workshop? Can we add that source of
motivation to the topics we already have?
• Have you talked about this workshop with your friends and
family? If yes, who was that person? Why did you choose
that person for this discussion?
The volunteered facilitators and the researcher held an hour meeting 
with the UNDP staff to review the curriculum 
Each facilitator picked a few topics from the list to study 
Phase 4—
Evaluation 
Changed and expanded the curriculum 
Received feedback from the UNDP staff on adding two more topics 
to the curriculum 
Decided to invite successful female professionals from different 
industries, especially Nepali women, to share their stories and 
struggles 
One facilitator mentioned that she has chosen the topics to teach that 
she needs to learn the most. Because she could use this opportunity 
to learn more about that specific topic.  
Phase 5—
Learning 
The facilitators took ownership of the program 
The facilitators realized there are many resources available to them, 
if they learn to ask for help.  
Until the last cycle, new facilitators volunteered to join the group for 
future workshops. 
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Phase         Focus/Topics 
The topics did not finalize until cycle 8. New topics were suggested 
by participants and facilitators as they learned more about topics. 
The facilitators welcome the challenges of learning a new skill and 
they are willing to choose a topic that they have no previous 
knowledge about.  
Summary of Section 1 
The main objective of this phase was to invite and include all the participants to the 
workshop and receive their feedback about the topics they were interested to learn based on their 
daily challenges. In this section, the facilitators volunteered to prepare themselves to be a part of 
the presenters for the workshop. Since only four people volunteered, all were selected to be a 
part of the facilitators team.  
Section 2: Planning and Design of the Workshop 
After choosing the topics, we moved on to the next section that was focused on preparing 
the facilitators to teach the chosen topics contextualized within the Nepali culture and needs and 
challenges. In the next five cycles, we dealt with issues such as lack of motivation, lack of 
alignment with the culture, being overwhelmed, lack of confidence, and lack of participation. 
Using the five phases of PAR we resolved the issues and designed the curriculum for the 
workshop. Facilitators worked hard to prepare themselves to present the topics.  
Cycle 3 (Two Meetings) 
In this cycle, during the Zoom meeting, as facilitators started working on the concepts of 
self-confidence and effective communication skills, the conversation drifted to how to stay 
motivated in times of uncertainty. The quarantine lockdown due to COVID-19 was being 
extended by the government and it was hard for the facilitators to focus and stay motivated. We 
decided to learn more about how to mitigate negative aspects of the quarantine. That inquiry led 
us to organizing a mental health event for all the friends and family of the facilitators who were 
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invited to participate. From Table 4.5 it can be seen the positive impact and learnings from the 
mental health workshop.  
Table 4.5  
Five Phases of Cycle 3 
Phase Focus/Topics 
Phase 1—Issue How to stay motivated in times of uncertainty and how to deal 
with fear 
Phase 2—Planning Research and study how to stay motivated 
Participate in a mental health webinar by one facilitator 
Including mental health as a topic in the workshop 
Discussion on the impacts of the COVID-19 pandemic on women in 
Nepal 
Phase 3—Action The facilitators and participants had a two-hour zoom meeting 
on mental health and dealing with the pandemic 
Babita gave a presentation on anxiety, depression, stress 
management and relaxation techniques such as deep breathing to 
the participants 
53 people participated in the mental health workshop. 
Phase 4—Evaluation Finding a solution for dealing with the pandemic developed organically 
without the researcher’s involvement, which displayed the participants’ 
independent recognition of a complex issue and taking the initiative to 
address it.  
The researcher observed that based on the participants’ social media 
posts, their reception of the mental health workshop was very positive. 
In a private Facebook chat group with the participants, I conducted an 
asynchronous implementation of the nominal group technique in 
which the participants shared what they have learned as a result of 
participating in the mental health workshop 
Phase 5—Learning The participants learned: 
• Focusing on learning new skills rather than negative news
• Focusing on spending quality time with their families at home
• Using this time to clean their living space and helping their family
• Teaching what they have learned in the workshop to their family
members
• Using problem solving and self-monitoring techniques to deal
with the uncertainty and deal with their problems
• Using techniques to adapt and cope with changes
• Accepting change and being kind to yourself and others
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Phase Focus/Topics 
The mental health workshop was a success, as a consequence of which 
the participation in group meetings increased. After discussing the 
negative impacts of the pandemic on women in Nepal, the participants 
became more aware of the importance of learning leadership skills. 
We occasionally struggled with the lack of motivation until the last 
cycles, due to uncertainty that facilitators and participants were 
experiencing during quarantine time. 
Many of the ENG students who were invited to participate in the 
mental health workshop did not attend and never communicated the 
reason for their absence which discouraged the facilitator initially.  
After the mental health workshop, one participant mentioned in her social media post, “I 
am shy and I don’t talk with many people but participating in ENG leadership workshop make 
me feel, I am not alone, I can make new friends online, I feel comfortable to open up and talk 
about my opinions. It is helping me in my real life dealing with family issues at home.” The 
facilitators were also empowered realizing that they could conduct a mental health Zoom 
meeting and contribute to the wellbeing of their community. One facilitator said that she was 
very happy that she took the initiative to conduct the workshop; however, she said she was 
worried that I would reject her idea because it was not related to leadership. Organically 
organizing this workshop to help their community showed their leadership skills and ability to 
implement leadership skills to solve their own problems. Facilitators used self-monitoring and 
problem-solving skills that they were learning to overcome their challenges.   
Cycle 4 (Three Meetings) 
In this cycle, we dealt with the issue of making the curricula culturally aligned with the 
participants. I asked each facilitator to prepare a presentation on topics of their own choosing, to 
teach during the leadership workshop. I also told them that if necessary, I could be a resource for 
materials and research articles regarding their presentation. All of the facilitators reached out to 
me and I provided them with articles related to their topics and referred them again to the six 
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curricula discussed in Chapter II. I asked them to read the provided articles and only use the parts 
or group activities that were culturally aligned with Nepal. Surprisingly during the presentation, I 
realized they have used some examples that was not relevant to the culture of Nepal. One 
participant’ presentation slides gave me the impression that she could be presenting to a group of 
male executives in the United States! Table 4.6 displays the phases of addressing this issue for 
Cycle 4.  
Table 4.6  
Five Phases of Cycle 4 
Phase Focus/Topics 
Phase 1—Issue The facilitators’ presentation not culturally aligned with the 
Nepali culture. They used Western examples in their 
presentation. 
Phase 2—Planning Practice presentation and re-evaluate the content updates and 
adding more relevant examples. 
Discuss the participants’ visions for the next five and 10 years 
as a Nepali woman. 
Determine who their role models are. Anyone from Nepal? 
India? 
Teach the topic of practice to a third party and obtain their 
feedback. 
Phase 3—Action Facilitators presented in front of each other for an hour each. 
Discussed applying their assigned topics in their personal lives 
and how to utilize that new skillset to achieve their personal 
visions. 
They each gave the presentation to someone in their household. 
Phase 4—Evaluation Every person provided feedback on how to update the 
presentation so young Nepali women could better relate to and 
learn from it. 
Since they had to practice giving the presentation to someone in 
their household who was less educated, they had to use 
common examples based on their own culture which made them 
become more effective communicators. 
Decided to either pass the printout of or email the presentation 
slides to the participants before the workshop. 
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Phase Focus/Topics 
Decided to minimize the number of the slides and add more 
group activities 
Decided to change the pictures on their slides from male CEOs 
to females, especially those with features resembling Nepali 
women. 
Phase 5—Learning Facilitators learned that they could use their own personal 
experiences for their presentation. They learned their 
experiences are as valuable as the ones available on the internet. 
They can get valuable feedback from teaching others and gain 
more confidence 
Facilitators shared that the researcher’s active listening skills 
made them feel heard as equal participants whose opinions 
mattered, and they decided to replicate those same participation 
skills with their audience 
One facilitator realized that she kept using examples she found 
on the internet rather than referring to her personal experiencing 
Facilitators learned to design a more effective workshop they 
need to connect with the participants through their sharing. 
Facilitators learned for the workshop to be more effective for 
the participants, the examples they use to explain the concepts 
have to be from their own culture.  
After this cycle, facilitators said the results of the four cycles made them feel very 
motivated. Their families and friends asked them how they gained their new skill sets. They 
collectively agreed that with the passing of each meeting, they tend to gain better understanding 
of different aspects of leadership. Facilitators also acknowledged that the process of making 
decisions during the meetings empowers them because the researcher gave value to their 
opinions. Facilitators also mentioned the importance of having a safe, nonjudgmental space for 
self-expression and discovery. This space enabled them to feel comfortable, to freely be 
themselves, and make mistakes during the meetings. The facilitators were excited about the 
workshop and decided to paint the ENG office in preparation for the event. Even though we did 
not have an in-person workshop for a while their excitement was admirable and demonstrated 
their sense of contribution. Two facilitators said their mom asked about the timing of the meeting 
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to wake them up on time. They said their parents were happy they were not wasting their time 
during the pandemic. Regarding financial literacy, I was hesitant to talk about concepts of 
investment and passive income, but the facilitators were adamant to talk about it. They thought it 
is very important for young women to know this information at their age. The facilitator said 
learning this topic breaks the dependency cycle because most women go to men to get money. 
She said that in villages, women who receive chickens and goats as a gift, need to learn how to 
multiply them.  
Cycle 5 (Two Meetings) 
Some of the participants’ colleges and universities in Nepal reopened virtually to finish 
the semester that was put on hold because of the COVID-19 lockdown. Consequently, the new 
school workload in addition to preparation for the leadership workshop caused two of the 
facilitators to feel overwhelmed. It was their first time attending online college classes and 
preparing themselves to present and teach leadership virtually. These two new activities, given 
all their routine household responsibilities, deemed too much for those facilitators to fit in their 
schedules. Table 4.7 goes through all phases of dealing with this issue and how we resolved it.  
Table 4.7  
Five Phases of Cycle 5 
Phase Focus/Topics 
Phase 1—Issue Feeling overwhelmed by all the topics they need to learn and teach 
Feeling frustrated because it was hard for facilitators to present new 
topics in English 
Phase 2—Planning How to receive help from teachers, classmates, family, friends 
How to create a strong team so you do not feel overwhelmed 
How to manage overwhelm by taking a break, plan something to 
look forward to, go for a walk, send a message to someone or call the 
other facilitator the first moment you feel the overwhelm 
Phase 3—Action Discuss the topic with others and ask for their opinion and feedback 
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Phase Focus/Topics 
Reach out to each other, other participants, the researcher, or ENG 
team for some inspiration 
Practice the presentation in Nepali language first then in English 
Phase 4—Evaluation Facilitators realized there are so many resources to use in times of 
need and they are not alone. 
Facilitators answered these questions: 
How do we know that this is working? 
What do we need to find out that will help us to make this decision? 
How are you feeling about the process? 
How to effectively transfer this knowledge to participants during the 
workshop? 
Phase 5—Learning The facilitators realized this is a safe space for learning, improving 
and contribution and when they feel stress they can discuss it in the 
group. The whole process is supposed to be challenging but 
empowering.  
The nervousness to present in front of other people for the first time 
and Imposter syndrome were discussed after each cycle. 
The facilitators learned to break down big projects into small tasks. 
They decided to present in front of a family member first before 
presenting in front of other facilitators. 
Some of them realized they are being a perfectionist.  
One facilitator mentioned that her house is small so her landlord can hear her presentation 
in English and when she forgets a word, he yells the correct word. Sometimes after she is done 
with the meeting, he tells her that she could have used a better word to explain a concept—which 
was very demeaning and frustrating for her.  
Another facilitator mentioned that sometimes she had a hard time understanding the 
researcher, so she had to wait for the translator to say it in Nepali. However, when, during a 
session, I had asked the facilitators if they understood everything, she said, “I would lie and say 
‘yes’ because I didn’t want to be embarrassed.” Or she would wait until after the meeting to ask 
the other facilitators.  
After this cycle, facilitators realized again, on a deeper level, how each meeting is just a 
learning experience that can be used in their daily lives, facing their daily challenges. They 
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realized again how important these topics are to deal with the problems from work, family,          
university or even pandemic. The facilitators were very interested to learn what I do personally 
to keep myself not overwhelmed and I shared different tools and techniques such as exercising, 
meditation, and writing in my diary.  
Cycle 6 (Two Meetings) 
Most of the facilitators were inexperienced presenting in front of a large group. 
Originally, public speaking skills was not a topic suggested by the participants, but we decided to 
include them to address this issue that facilitators were dealing with in this cycle. Table 4.8 
depicts the phases of Cycle 6.  
Table 4.8  
Five Phases of Cycle 6 
Phase Focus/Topics 
Phase 1—Issue Facilitators did not sound confident presenting the topics that were assigned 
to them. 
Phase 2—Planning Discussion on how to be more confident while presenting, how to prepare 
for a presentation. 
Reviewing tools, we learned about self-confidence and do role play 
Facilitators asked me to give them some tips on how to be a more effective 
and confident presenter 
Using PowerPoint slides more effectively  
Phase 3—Action I prepared an hour presentation with some activity included to practice how 
to be a confident speaker 
We watched some female Ted talk speakers presenting and paying attention 
to what they do and do not 
We talked about how to make better PP slides 
We talked about why it is hard for people to receive feedback 
Phase 4—Evaluation Facilitators answered these questions: 
How do we know that this is working? 
What do we need to find out that will help us to make this decision? 
How are you feeling about the process? 
What are we learning? 
How to effectively transfer knowledge to participants in the workshop? 
Phase 5—Learning Add the topic of public speaking to the final curriculum 
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Phase Focus/Topics 
I gave them tips on public speaking throughout the rest of the sessions 
They learned it is okay to make mistakes 
They learned they can use a Nepali word if they forget the English word for 
it since all the participants are Nepali 
Using role playing  
Facilitators learned to use pause, facial expression, eye contact to sound 
more confident 
They learned how to add more activities to their presentation to make it more 
interactive over Zoom 
Facilitators practiced using body language and nonverbal communication to 
transfer their knowledge    
Facilitators learn to give feedback to each other by asking questions 
One facilitator realized that she is not communicating with her sister 
properly and she can use these skills to transform her relationship with her 
sister 
Later when we decided to do all the presentations in Nepali language, the 
facilitators became more confident.    
One facilitator mentioned that she feels she can speak in front of her family and teachers 
more confidently. Another facilitator said she loves that she is learning so many topics that she 
did not know could be a part of a leadership workshop.  
Cycle 7 (Two Meetings) 
When the facilitators practiced their final presentation after all the feedback that they 
received in the previous cycles, they decided to do a practice run. Due to the lockdown, and the 
participants’ safety, we could not have the in-person meeting, therefore the facilitators decided to 
conduct the first day of the leadership workshop on Zoom for some of the participants. I also 
participated as the host, while taking notes and observing the implementation of the plans. The 
workshop was recorded to be evaluated in the next facilitator meeting. The main issue in Cycle 7 
was the lack of participation in the workshop. Table 4.9 shows the phases comprising Cycle 7. 
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Table 4.9  
Five Phases of Cycle 7 
Phase  Focus/Topics 
Phase 1—Issue Lack of Participation on Zoom  
Should we do in person or Zoom? 
Practice run did not turn out the way we expected 
Phase 2—Planning Discussion on the reasons why ENG students are not participating 
Make sure the timing is good for everyone. 
Make a list of all the participants and divide them among us to call 
Finding out if it is related to lockdown or anything else 
Phase 3—Action Each facilitator called 3 participants and asked them about their 
absence and invited them to the next event. 
Reached out to other organizations who might be interested to 
participate 
Phase 4—Evaluation We learned not all the participants have easy access to internet and 
because of lockdown, they cannot setup WIFI for their house. Some 
do not have the money to buy enough data to connect to Zoom by 
their phone using cellular data.  
Some participants have traveled back to their village during 
lockdown which has no internet. 
They have never participated in a leadership workshop before and 
they think they might not get any results from this workshop. 
Some have family problems and cannot join.  
Reaching out to other organizations created excitement and hope in 
the group of facilitators.  
One participant mentioned since we are in lockdown and do not see 
other people, we cannot use the skills we are learning here. 
Phase 5—Learning We might have to conduct the research with fewer participants. 
The number of participants can change throughout the session 
depending on the situation they are in.  
How to create an environment with more interactions and sharing 
to increase engagement. 
We can invite other college level students from other organizations 
to participate. 
Women have been passive and invisible in Nepal and they have a 
hard time to believe they can change their lives and we need to find 
a way to show them the importance of the workshop and learning 
leadership skills. 
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Phase  Focus/Topics 
Bringing new participants from a different organization and 
expanding the network of ENG participants and facilitators brought 
new excitement and motivation to both groups. 
The issue of different levels of engagement and participation 
remained a topic on our evaluation sessions for the rest of the 
cycles. 
We decided to invite another organization who is involved with women’s empowerment 
work in Nepal with participants who are young women between 18–30 years old. We invited the 
new participants for an introduction session. I reached out to the founder of Raksha Nepal Jesse 
Braffle. He welcomed our suggestion and invited his organization to start participating. When I 
announced to ENG facilitators that we will have thirty extra participants this week that they had 
not met, they were nervous but very excited to make a difference in someone’s life. One 
facilitator mentioned, she feels honored that she can touch someone’s life that she did not know 
before. She said that is exactly what she wanted to do as her career.  
Summary of Section 2 
In the five cycles of Section 2, the objective was to prepare the facilitators to gain 
knowledge and confidence to present to selected topics from Section 1. Since it was their        
first-time presentation in front of other people, they were very nervous at the beginning but by 
the time they practiced enough, they were ready to present in front of the other participants. Due 
to COVID-19 and quarantine planning a specific time for the start day of the workshop was 
changed a few times which brought some hopelessness and powerlessness to the team of 
facilitators which was resolved in the past five cycles. After a practice run in Cycle 7, the 
facilitators were ready to start the workshop.  
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Section 3: Workshop Delivery 
After 32 hours of preparation, planning, and practice we were finally ready for the 
workshop with participants from two different organizations ENG and Raksha. The main agenda 
for each one of the following cycles included conducting five different presentations over two 
days. In Cycles 8 through 10, the participants and facilitators dealt with issues such as changing 
the platform of delivery from in-person to virtual and the transference of the interactive group 
activities to the new platform, as well as keeping the momentum. Table 4.10 lists the topics of 
each cycle. The details of each presentation is in Appendix E. 
Cycle 8 (Two Meetings) 
There was a short pause between Cycles 7 and 8. As the weekly meetings went forward, 
we remained hopeful that soon the pandemic lockdown would end and we would be able to 
resume the remaining meetings in person. But as time passed and the lockdown kept getting 
reinstated by the Nepali government, we finally decided to completely change our plans and 
change the in-person format of the workshop to virtual. Table 4.11 illustrates the phases of Cycle 
8 and how we addressed this issue.  
Table 4.10  
List of Topics for Each of Cycles 8 to 10 
Cycle Topics 
8 Self-confidence, communication skills, time management, problem solving, 
gender equality 
9 Effective feedback, critical thinking, sexual and menstrual health, conflict 
management, public speaking 
10 Staying focused, accepting responsibility, financial literacy, team building, goal 
setting, self-motivation, tempered radicalism, and relapse prevention 
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Table 4.11  
Five Phases of Cycle 8 
Phase Focus/Topics 
Phase 1—Issue We might not have an in-person leadership workshop due to the 
lockdown and have to make a virtual workshop work effectively.  
Two participants left the meeting early without notice. Later they 
mentioned they prefer in person meetings because they get tired of 
sitting behind a computer for a long time.  
Phase 2—Planning Invite all participants, now it is not only limited to Kathmandu and 
ENG college students in India or Bangladesh can also participate. 
Make the events shorter so it is easier for people to participate 
Prepared the facilitators for their first presentation. 
Change the group activities for each presentation to be able to 
conduct it on Zoom. 
Contact the participants who left early and ask for the reason. 
Phase 3—Action Conducted a 2-hour leadership workshop after a 2-hour introduction 
session 
All the participants introduced themselves and shared why they are 
participating. There were 28 people present virtually. The first four 
topics were time management, self-confidence, communication skills, 
and problem-solving skills. We divided participants into random 
groups of 2 on Zoom so they can share one to one. We passed five 
private surveys (Zoom polls) to get the participants feedback during 
and after the workshop. 
Phase 4—Evaluation We had a separate meeting with facilitators to evaluate the first 
day of the workshop. Answering these questions: 
How do we know this is working? How do you feel about the 
process? 
What do we need to know to make the decision of this is 
effective or not? 
Feedback from participants that was discussed during the 
meeting: 
1. They loved that instructors are from the same background
and speak Nepali.
2. One participant said, “It is easier to share on Zoom,
because if I make a mistake, everyone is so far that no
one can beat me.”




4. Another participant said “I am learning a lot and I
want to be like the facilitators. Can I teach a topic,
too?”
5. A new participant said, “If there is another Zoom
meeting, I want to participate.”
6. Another participant mentioned “Time is very
important and I am so happy I learned how to manage
it. If I manage my time better, I can finish my
assignment faster and have less stress.”
7. They loved role play activities and they were giggling
throughout the exercise.
8. Another participant said “Leadership is not just about
others. It is about yourself.”
A few participants asked to have the workshop in Nepali language. 
Participants who left early did not respond back when we asked for 
the reason. One participant was sitting outside her house since it was 
a hot season in Nepal, and she left without saying anything. Later 
she said she did not have a good internet connection.  
Phase 5—Learning Participants love the group activities and enjoy connecting to 
new people.  
They love the sense of group and new network of women. 
They learn from each other and can contribute to each other’s 
lives.  
The facilitators saw how easily they can change someone’s life. 
The participation of the new group increased the excitement in the 
group.  
Zoom gives participants a perception of a safe space to share and 
not being scared of consequences. 
Some of the participants might not communicate the real 
reasons for not participating because of power dynamics or 
being ashamed or self-sabotage.  
Some participants get bored of long sessions and we need to 
find different ways to become accommodating to different 
learning styles virtually. 
At the end of the workshop, there was an evaluation session during which the facilitators 
studied the consequences of the applied actions and evaluated the results, implementation, 
logistics, and decision-making processes. We also conducted polls, compared notes and journals 
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 to identify the constraints and assessed the collected data. Evaluation meetings with facilitators 
were conducted in preparation for the next workshop session, after the completion of each 
workshop. After each Zoom meeting, I asked all the facilitators to stay longer and reflect on the 
workshop, including the level of participation, feedback from the participants, group activity 
engagement, as well as the presentation content and their effectivity. 
During the meeting, the facilitators each answered the following questions: “How do we 
know that this is working?”, “What do we need to find out that will help us to make this 
decision?”, “How are you feeling about the process?”  
Some of the answers were not as in-depth or clear as desired, and I needed to do further 
probing to achieve a richer understanding of different aspects of the experience that lead them to 
their conclusions. I achieved this by asking questions like “How is it going?” “Where is that 
coming from?” “Tell me more about that,” “What will they be seeing or doing if this is working 
or not working?” The goal was to add to the fluidity of the process by keeping the conversation 
going to stay in touch with what is happening and recording it accurately.  
In Cycle 8, to get feedback from the participants, the facilitators passed five anonymous 
surveys (Zoom polls) using asynchronous implementation of the nominal group technique 
(Dowling & Louis, 2000). The polls were related to the topics that were discussed in their 
presentations such as self-confidence, communication skills, time management, problem solving, 
gender equality. 
In this cycle, participants invited other people in their neighborhood to be a part of the 
workshop. A young Nepali woman who was a yoga teacher joined us. She was so excited to be a 
part of the workshop that she offered to teach yoga to the participants for free. As she was 
showing us her yoga moves, her son was trying to play with his mom. Later one participant 
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mentioned that watching a Nepali woman teaching yoga and advertising her classes while being 
a mom was very inspiring for her. She learned she can be a mom and work at the same time. 
One participant mentioned that she preferred to wait until she can do the workshop in 
person rather than online. She said “I get bored of watching my monitor. I like to physically do 
something.” When another facilitator asked her to explain more, she said her job for the past few 
years has been cleaning people’s houses and she preferred to do the activities in the leadership 
workshop with other people face-to-face. I promised her that we would have an in-person 
workshop as soon as it was safe to meet and have big gatherings. She participated in most of the 
sessions after that. 
Here are some quotations from two of the participants that illustrate their appreciation of 
the workshop and how valuable it was for them. 
During lockdown this leadership workshop taught me how to do teamwork virtually. It 
encouraged me to reflect, deal with problems, learn about effective communication, 
self-confident, time management, and many more topics. I also got ideas about how to 
present myself in front of many peoples and how to use my PowerPoint slides. I 
experienced how to solve problems in different situations with my ENG team. Thank you 
so much for providing these opportunities and I am very pleased with and appreciated our 
team. I come to the workshop to learn better and stay motivated 
I am really happy about this workshop because this platform gave us so much 
opportunities and also our time is utilized in good work. I feel like I have changed and 
my life has changed. Now I have confidence that I can express myself and all. In the 
beginning, I had doubt in myself but now I feel it’s okay to mess up some time as you are 
only learning.  At the start, I was really nervous when I joined this workshop now I am 
really thankful. I have gained skills which are really useful and also, I have used my new 
skills at home. For example, managing my time, using some of communication skills 
while talking to my parents and siblings and many more. (Participant’s Feedback) 
Cycle 9 (Two Meetings) 
Cycle 9 covered four topics: effective feedback, critical thinking, sexual and menstrual 
health, conflict management, and public speaking. The topics were divided into two different 
Zoom meetings on 2 different days. Each session took four hours and, surprisingly, 80% of the 
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participants stayed online even though they got disconnected a few times during the session due 
to the lack of steady internet and power outage. The issue addressed in this cycle was how to 
create a more interactive virtual environment for participants during our long Zoom sessions. 
Table 4.12 shows the phases of Cycle 9 and our resolution for this problem.   
Table 4.12  
Five Phases of Cycle 9 
Phase  Focus/Topics 
Phase 1—Issue Day 2 of the leadership workshop. 
Make the workshop more interactive since it will be 
on Zoom. 
Make the participants more comfortable to share.  
Long Zoom meetings might not work for 
participants. 
Lack of and decrease in participation. 
Phase 2—Planning Use Zoom features to create small group or one to one 
activity. 
Use Zoom features to get the participant’s feedback 
individually. 
Divide each workshop day to two Zoom sessions.  
Contact the participants who missed this cycle individually 
to clarify the reason for the change in their participation 
level. 
Phase 3—Action  Conducted 3-hour workshops on 2 different days. 
Added 2-minute physical activity break such as dance to 
keep the energy and engagement high. 
Topics covered in this cycle were effective feedback, critical 
thinking, sexual health and menstrual health, conflict 
management, and speech. 
We invited successful female guest speakers to share their 
stories and struggles as women in their industries.  
We also added homework assignments for each day of the 
workshop. 
Phase 4—Evaluation In some houses, there were more than two people in front of 
the camera, participating. 
Some of the ENG students requested to invite their sisters 
and college classmates to participate. 
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Phase  Focus/Topics 
One facilitator did not practice her topic enough, and she 
was nervous. 
Some participants showed interest to be a part of the 
facilitator team.  
The participants who missed this cycle mentioned they had 
family engagement or bad internet. 
In this cycle we talked about sexual health and shared 
pictures of female reproductive systems which might have 
been created shame for some girls since they covered their 
monitors.  
Phase 5—Learning Facilitators decided to increase the practice time before their 
presentation. 
One participant asked the facilitators to include more 
personal stories in their presentation. 
Dance breaks are adding so much to the level of 
engagement. 
Guest speakers are very welcomed and participants love 
asking questions from speakers. 
Participants like to have men also participate in the meeting. 
The participants who missed this cycle might not have told 
me the real reason why they could not or would not fully 
participate. 
Even though some participants were ashamed of the slides 
of female reproductive system, they would never mention 
anything to anyone.  
Maybe some of the material that we have shared during the 
workshop have been intrusive for the participants, however, 
they have not mentioned anything.  
To accommodate different learning styles, we added physical activity breaks which were 
welcomed by participants. Right after the workshop, the participants shared different dance 
songs with me to share and play in the next meeting. During the session, those who were shy in 
the first dance break and only watched everyone else dancing, got up and danced for a few 
seconds or at least moved their hands to show support. Later I saw on social media that they had 
posted videos of themselves dancing to the same songs they had sent me.  
She contacted participants who missed the session and one mentioned that her friends 




my friends think that I do not need any of these skills and I will not use them. She said this is 
“why sometimes it was hard at the beginning to convince myself to come to the workshop but 
after a few sessions I realized I am learning a lot.”  
The following are three quotes from different participants that illustrate their confidence, 
engagement, effectiveness of virtual settings, and ability to apply the new learned skills in their 
life.  
When I try to reflect, I realize that I have learned so much that If I try to apply them in 
me, it will bring so much difference in my life. Actually, I have learned a lot during this 
lockdown from preparing for my presentation in the workshop. I also have learned a lot 
from others. I always had conflict with my sister and still have some but the 
communication skills, problem solving skills helped me to listen to her more before I 
give advice to my sister. It's helping me to have better understanding about what she 
really thinks and why she behaves as she behaves. A few weeks back, I really had a 
problem that our family needed space for our cow and I decided to use my new 
communication skills, I was able to ask my ex-manager and find a good place. I 
convinced him and he allowed us to use his place for our cow. I realized that I am 
improving in my communication skills not only that I had self confidence in my 
communication, my mom was really happy about it. I am glad that I am taking part in this 
workshop. 
 
For me, I have learned a lot but the greatest change in my life is I have become more 
sensitive toward my available time. While teaching others about time management, I 
have been able to examine myself and try to be more professional on this. Now I rarely 
waste my time. I know I am not perfect but the journey I have walked through these 
workshops; it has been helping me to use my time in best way. I am using my time 
spending on my personal and professional growth. 
 
It has contributed to my self-confidence. Recently, I had chance to meet Mayor of 
Solukhumbu region and with the help of communication skills, and self-confidence 
techniques I was able to talk about my expertise in mental health that could be very 
important and useful to create awareness in villages including their territory, and with 
surprise, she offered me to work with her municipality and I am now developing my 
proposal and grabbing that opportunity to grow myself as personal and professional. I 






Overall, these remarks indicate that participants became more aware of their capabilities 
and had a better understanding of how to be resourceful. They saw the benefits of the workshop 
and were eager to acquire new skills. 
 
Cycle 10 (Three Meetings) 
In the last cycle, we covered the rest of the topics from the curriculum: Staying focused, 
accepting responsibility, financial literacy, team building, goal setting, self-motivation, tempered 
radicalism, and relapse prevention. Table 4.13 shows the five phases of Cycle 10 which was the 
last day of the workshop and how we addressed the issues that arose in this cycle.  
Table 4.13  
Five Phases of Cycle 10 
Phase Focus/Topics  
Phase 1—Issue 
 
Day 3 of the leadership workshop. 
Add more facilitators. 
How to keep the momentum going after the workshop. 
Halfway between the workshop, a couple of participants got 




Rotate the facilitators and add more facilitators so everyone has 
enough time to practice their presentations. 
Add a short yoga session at the beginning. 
How to find men who are supportive of this workshop and invite 
them. 





Six-hour presentation split in two days discussing these topics: 
accepting responsibility, financial literacy, leading groups, team 
building, goal setting, self-motivation, and exercise for mental health. 
Discussions on increasing the participants’ knowledge retention. 
Presentation on relapse prevention and tempered radicals.  
One participant was negatively triggered by the questions and started 
defending her culture and her parents. She was frustrated by focusing 





Phase Focus/Topics  
Phase 4—Evaluation 
 
Participants loved the discussion on relapse prevention and tempered 
radicals—they wanted to hear more about it.  
We also decided to invite men in our future meetings to learn more 
about the struggles of women and be part of the solution. 
One facilitator suggested to talk about mental health again because of 
the long quarantine in Nepal. 
One participant asked for a role play to better understand the group 
activity. 
Facilitators acknowledged that they cannot make everyone happy in 
the workshop and there will be some upsets and frustrations. 
Facilitators talked about how to give examples on self-leadership 




Training more facilitators. 
Monthly knowledge retention, relapse prevention sessions on Zoom 
to keep the momentum going. 
Including more organizations in our future leadership workshops. 
Celebration and appreciation event after the lockdown. 
There might be other participants who got triggered throughout the 




There was a lot of support among the participants. I made my feedback—be that praise, 
constructive criticism or both—as clear as possible to ensure we obtain our desired results. 
Therefore, the participants clearly knew what I thought of each presentation, based on the 
consistent feedback they received. What I find encouraging, is that the participants were very 
supportive of each other, especially the facilitators, to the point that even when the presentation 
did not meet my standards, participants still praised the speaker and said how thankful they were. 
The facilitators were also very supportive of each other and tried to empower each other to do 
better. They practiced together, gave constructive feedback to each other, and if one facilitator 
forgot a word or made a mistake, the other facilitators quickly unmuted themselves and started 
helping.  
Participants enjoyed breakout rooms enough that every time a breakout room session 




sure everyone is participating during one-on-one sessions. Some participants turned off their 
camera during the main session but they turned it on during the breakout sessions and fully 
participated.  
The participants were less shy and asked more questions compared to in previous virtual 
meetings. They asked questions of guest speakers more confidently and frequently, to the point 
that the question-and-answer session went from the 10 minutes planned to one hour. One 
participant asked the speaker about her experiences of gender inequality in the United States, and 
the guest speaker explained how she had been discriminated against for her sexuality at her job. 
The participant asking the question concluded that even though discrimination and abuse in 
Nepal is more prevalent, gender inequality is a worldwide phenomenon, and that they should not 
see victimhood as if these inequalities only happen to Nepali women. 
Here are some quotes from the participants that illustrate their eagerness to learn and 
grow, given their challenges.  
I am so happy that I am a part of ENG and can participate in this workshop. I am blessed 
that there are many people like you who are our great supporter. ENG is not only a 
charity organization but it has created a better world for us and great family members.  
 
I learned so much in the workshop. I learned ways of managing my time and prioritize 
when making plans. I learned how to be independent financially by managing my money, 
saving, cutting off the misuse, properly distributing my money in different categories as 
per our needs, making investment. Overall, I learned that first for success my effort is 
required. 
 
I learn using these leadership skills is very useful in each and every stage of life. It helps 
me focus on my goals, lower my stress. As students if we manage our time then we can 
complete our assignments in time. 
 
I can’t believe I can speak in front of 60 people. I can’t recognize myself when I started 
this, I was very shy and reluctant to participate. I wasn’t sure if it is a good idea to be a 





I recently started working as receptionist but my boss didn’t treat me well so I left my job 
even though it was hard to find another job because I learned about self-confidence and I 
realized people have to respect me and treat me appropriately.   
 
These comments illustrate the possibility of a better, more hopeful future through 
connection and teamwork with other women who understand and support them. The participants 
also learned that they are capable of influencing their future through mindfully planned actions. 
The facilitators who presented in front of 60 people on Zoom, were experiencing a new level of 
confidence and leadership that was unimaginable for them.  
The Role of the External Critics. Due to the power differentials often present between 
researchers and communities, there exists the constant risk that community members’ local 
knowledges will be subjugated by researchers’ ostensibly generalizable knowledge thus 
privileging researchers’ interpretations over communities’ (Gao, 2020). Therefore, I invited three 
different external critics to join the sessions to consult and reevaluate my assumptions and 
conclusions. The three external critics included a member of UNDP for young people, the        
co-founder of Raksha organization, and one of the volunteers of ENG. None of them had any 
personal interests in the project. The critics need to be involved in all stages of the project and 
researcher needs to create a space for their knowledge and contribution. This meant that, in the 
co-construction of knowledge, researchers may well frequently seek the input of external 
members prior to offering her own interpretations or understandings. 
It also meant that if there are tensions between the understandings of external critics and 
of researcher, the findings would reflect this, highlighting the complexity of knowledge 
construction. Gao (2020) asserted that the researcher has a responsibility to be clear about 
decisions made during the research process and their rationale. This means having to carefully 




maintaining integrity requires knowledge and skills in a variety of research paradigms 
(Leichsenring et al., 2017) and a respect for the other’s point of views that requires researcher 
humility. 
Involving external critics to provide a new perspective and put my assumptions to the test 
enriched my understanding of the findings. Here are several examples of how these critics helped 
me to think differently.  
When I sent the list of topics to the representor of UNDP, she asked me to add sexual 
health. I responded that ours was a leadership workshop and the topic was not related. She 
challenged me to discuss this with the participants and listen to their feedback. The facilitators 
and participants agreed that the topic was essential. Her input affected my decision to open the 
curriculum to the topics that might not be directly a leadership subject but are important in 
empowering women in Nepal.  
Another example of how external criticism helped was when I assumed that the 
participants were uncomfortable with the presence of men in the group. However, when I 
consulted an ENG volunteer from the United States, she also recommended that I directly ask the 
facilitators and participants for their opinion; surprisingly to me, most said that it is very 
inspiring to them to meet supportive men and learn from them. This led to opening the workshop 
to men.  
On another occasion, I assumed the delivery of the workshop was not effective virtually 
and that this was the reason for low participation. The founder of Raksha encouraged me to ask 
participants about their level of engagement and how we could help them to be more involved. 
The next session after this conversation, we had 60 participants on Zoom, a significant increase.  
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During the first stages of the research, an ENG volunteer told me that I was “protective” 
of the girls. She said that it sometimes seemed as if “you don’t want them to feel awkward, so 
you don’t give them enough time to think of an answer and you jump in the conversation with 
solutions.” This was a major challenge for me, so I decided to not offer my opinion so quickly; I 
had to learn to wait for the participants and facilitators to find their voice. From that point on, I 
explained at the beginning of each meeting that we have uneasy feelings when not having or 
giving an answer right away. I explained, we needed to “wait for you to uncover your voice.”  
In these instances, and much more, including the external critics in the meetings and 
inviting them to offer their feedback to me by observing my conducts was very illuminating. I 
realized that I have to allow the participants to discover the path to empowerment for themselves.  
Summary of Section 3 
The main objective for Cycles 8, 9, and 10 was to conduct the leadership workshop 
virtually on the Zoom platform, which was extremely helpful in making the meeting of the 
minds possible despite the long geographical distances between us. The number of participants 
varied, changing from 30 to 60 people. Due to power outages and unstable internet, it was hard 
to have all the participants present throughout the whole workshop session. Having more 
participants, inviting other organizations to join us, adding dance breaks, having guest speakers, 
including yoga sessions, and above all holding breakout rooms were some of the factors that kept 
the momentum and engagement high. These factors helped the Zoom meetings to be more 
entertaining and attractive for participants based on their feedback.  
After Cycle 10, the participants and facilitators seemed to reach a saturation point; they 
did not offer any new feedback to improve the sessions. All feedback immediately after Cycle 10 




evaluation session after Cycle 10. The data collection for this study was finished after the 10 
cycles although we decided to revisit the possibility of future relapse prevention workshops. 
Chapter Summary 
Chapter IV presented a brief overview of 54 hours of data collection over the Zoom 
virtual platform. We went through 10 cycles of learning and improving the curriculum until data 
saturation occurred, and no new ideas emerged for exploration. The excitement of new skill 
acquisition and privileging young female voices in Nepal by empowering young women, was so 
comprehensive that even a pandemic, and long hours of virtual participation could not thwart the 
enthusiasm or slow the process. All the mistakes we made and learned from contributed to our 
overall strength and cohesion. After conducting this research for over 50 hours, I came to believe 
in V-PAR as an effective methodology to create profound change on the other side of the planet 
with a stable internet connection. In Chapter V, the findings will be comprehensively examined 
and discussed.  
  
163 
Chapter V: Discussion 
The purpose of this study was to create a virtual leadership empowerment/development 
program for young women based on extant literature, best practices empowerment programs in 
South East Asia (ELA in Bangladesh, Champions in India, KGBV in India, ENG in Nepal, LGL 
in India, and Her Turn in Nepal), and the empirical data of this study. The main goal was using 
V-PAR to create the most effective leadership development program in an organic way where
the participants are the developers of the program. This approach was not only undertaken to 
create a sense of ownership for the participants, but also to empower the participants by giving 
them the freedom to select ways that are most compatible with their cultural background, skillset 
and expectations.  
Due to the COVID-19 pandemic, the leadership program was delivered as a virtual 
workshop over the Zoom video conferencing platform. The intent for the workshop was to have 
it designed and conducted by and for female college students to empower them to aspire to take 
on leadership roles in their personal and professional lives. What distinguished this research from 
similar leadership workshops and women’s empowerment programs was using the emergent 
methodology, V-PAR. Limited research has been conducted on marginalized communities using 
virtual collaboration and with local facilitators from the same culture. Furthermore, using V-PAR 
methodology supported the creation of a virtual environment for young women who live in 
underprivileged areas in Nepal who lack accessibility and facilities to gain needed knowledge 
and competencies. The workshop generated a dynamic, iterative, and interactive setting that 
fostered continuous learning, support, feedback, and mentoring between the participants, and 




Chapter V addresses how the research answered the two primary and six secondary 
research questions, outlined in Chapter I and which guided this study:  
• How can an effective leadership development workshop be created for young college 
level women in Nepal using V-PAR? 
o What kind of leadership workshop can be the most beneficial for young women in 
Nepal? 
o What key elements influence the young college level women in Nepal during the 
leadership workshop? 
o How can the researcher be effective in resulting a sustainable transformative 
impact before, during and after the workshop? 
• What can we learn from integrating digital tools and platforms in PAR that impacts 
the effectiveness of the workshop? 
o What is the impact of long-distance communication between the participants, 
facilitator, and the researcher? 
o How do I assess the readiness and eagerness of a participant virtually? Can this be 
evaluated by the facilitator or the researcher or self-report of participants? 
o To what extent did the participants in our virtual environment benefit from the 
leadership workshop? 
This chapter is organized into eight sections based on these questions. Findings in regard 
to each are illustrated by quotes from the facilitators and participants, to answer the research 
questions. The findings are also linked with the theoretical framework and literature review 
discussed in Chapter II, and the implications of this study are discussed. This chapter concludes 
with a discussion on the limitations of the study, the contribution of this work, and 
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recommendations for future research. The findings from this study could assist organizations and 
educational institutions to create a learning environment where the leadership skills of young 
women are fostered, and gender norms are challenged with ongoing support, growth, and 
development. 
Critical Themes From the Study 
Five critical themes were identified in this study to create and design a comprehensive 
women’s leadership development program using V-PAR to achieve transformational change:  
• virtual collaboration and participation
• gender-synchronized leadership programs and how that affected confidence
(R. Lewis, et al., 2015)
• holistic approaches contextualized to the local culture (Schenk & Schröder, 2018)
• engage men as allies and positive role models and leaders in communities
• creation of safe spaces for identity construction (Debebe et al., 2016; Ibarra et al.,
2013)
Primary Research Question 1: On Creating an Effective Leadership Workshop for Young 
Women in Nepal 
The first primary research question was, “How can an effective leadership development 
workshop be created for young college level women in Nepal using V-PAR?” The collaborative 
nature of V-PAR methodology is empowering for the participants and provides them with more 
opportunities to practice voicing their thoughts and opinions and taking ownership of their 
future. In addition, the virtual participation of the researcher empowered and gave more 




leadership abilities, encouraged them to make decisions, and take initiatives frequently (Herr & 
Anderson, 2015).  
The cyclic nature of V-PAR framework provides the freedom and flexibility to run through 
many possible scenarios to optimize the program highlighting strengths and weaknesses of the 
process and allowing for adjustment approaches and changing courses as program plans 
developed. This study went thought 10 distinct cycles to improve the program and evaluate each 
scenario. The learning from each cycle impacted the planning of the next cycle. The five phases 
of each cycle included diagnosis of the issue, action planning, implementation, evaluation, and 
learning (Tetui et al., 2017). 
 Creating a virtual safe space for participants to open up and ask for help had a great impact 
on the effectiveness of the workshop. Including all the participants in the preparation stage, 
inviting them to be facilitators and to both design the curricula and conduct the workshop, gave 
them the opportunity to share their opinion and have a voice. Using asynchronous 
implementation of the nominal group technique (Dowling & Louis, 2000) to eliminate the power 
differential and democratize their contribution, helped us to create a safe space virtually so that 
participants could explore their sundry problems, reflect on the challenges they encountered due 
to the dominant culture, and find a solution for themselves in the form of a topic to learn. The 
goal of this was to gain their trust and give them confidence and safety to explain their opinion. 
This was only one of the first building blocks that created a culture of leadership development. 
Creating a group of facilitators from the same culture and background to teach leadership 
topics to the participants, built group ownership and motivation, and to solve their own problems 
is clearly worthwhile. In PAR, participants are perceived as knowledgeable and capable of 




impoverished communities to create change and grow (McNiff & Whitehead, 2000). The 
negligible control by the researcher gave more opportunities to participants to explore new forms 
of representation, reflexivity and pursuing many forms of action which resulted in honoring their 
voice and cultivating the goal of the workshop (Harper et al., 2018). The collective actions of 
PAR supported facilitators to reconstruct the capacity to be creative performers and decision 
makers (Herr & Anderson, 2015). Collective inquiry builds group ownership which motivates 
participants to find new ways to solve their own problems (Dhungel, 2017). Therefore, through 
the process, the facilitators are being educated; which is potentially liberating as it provides a 
means for participants to develop an increasingly crucial understanding of their obstacles, 
contributing roots, and potential resolutions (Bozlak & Kelley, 2015; Shrestha, 2003).  
 One issue with inexperienced facilitators with no prior knowledge of the leadership skills, 
was that transferring knowledge took longer than expected. Since they took the responsibility to 
research and learn the topics first by themselves, most of them did much of their research online 
to learn about the topics. Consequently, the examples they used to teach were those used online 
and not aligned with their cultural background and experiences. By asking them to teach the 
topics to their siblings and apply the new skill in their daily life, their presentations gradually 
included more relatable examples. 
 By learning through experimenting, facilitators strengthened their awareness and 
confidence in their capacities and capabilities for undertaking these issues and solving them. 
Facilitators repeatedly mentioned their improvement in leadership skills as they were going 
through the design of the curriculum. One of them said that her communication skills,             
self-confidence, and teamwork skills were all improving. This was based on the feedback she 




illustrates that V-PAR is a good fit methodology to create an effective leadership workshop. This 
participant also stated,  
During lockdown this leadership workshop taught me how to do teamwork virtually. It 
encouraged me to reflect, deal with problems, learn about effective communication, self-
confident, time management, and many more topics. I also got ideas about how to present 
myself in front of many peoples and how to use my PowerPoint slides. I experienced how 
to solve problems in different situations with my ENG team. Thank you so much for 
providing these opportunities and I am very pleased with and appreciated our team. I 
come to the workshop to learn better and stay motivated. 
 
What Kind of Leadership Workshop Can Be Most Beneficial for Young Women in Nepal? 
This is the first of the secondary research questions posed at the outset of this study. A 
leadership workshop is most engaging when its topics, delivery, and activities are contextualized 
to the participants’ culture. Therefore, the workshop being developed by facilitators from the 
same culture and background was highly impactful. This workshop was designed based on 
experiential learning, connecting participants more closely to one another and closing the gap on 
their knowledge of new leadership skills presented during the workshop. There are some 
similarities between the new ENG designed workshop and the ones described in Chapter II—Let 
Girls Lead (LGL) and Her Turn in Nepal, ELA in Bangladesh, Champions in India, and KGBV 
in India. All provided opportunities for participants to collaboratively grasp new information in a 
safe environment, practice newly learned skills, and integrate constructive feedback from other 
participants. What separates this workshop from those programs is that it was structured to help 
facilitators adapt the sessions to the needs of participants and the culture. Each session was 
designed around a key leadership topic contextualized to Nepali culture, with specific training 
for facilitators on how to facilitate an interactive session. Research suggests that the exposure 




confidence to perform better for career growth, education, and learning skills through mentorship 
programs or leadership trainings (Schenk & Schröder, 2018).  
After 22 hours of training and preparation with the facilitators, they had many 
opportunities to mentor each other and practice the new learned skills on each other. One 
facilitator mentioned that she could not even recognize herself after a few weeks. She said she is 
happy that she is a part of this team and sisters that she can learn from. This comment and similar 
ones illustrate that creating a safe environment contextualized to the Nepali culture where they 
can practice and learn new skills with each other were beneficial for young women in Nepal.  
Leadership workshops that foster learning in a safe and engaging environment are 
beneficial for women to develop a voice in a patriarchal culture (Miño-Puigcercós et al., 2019; 
Shai et al., 2020). In alignment with PAR, a beneficial workshop in such a culture is one that 
enables the participants to develop a strong network of peer support extending beyond the 
program (Ely et al., 2011; Monaghan, 2011). PAR emphasizes inclusive participation of the 
community in the whole process, collaboration of stakeholders, and developing an action plan. 
Collaboration and partnership mobilize ideas, resources, develops new relationships, and spark 
creativity and innovation. Creating partnership with UNDP and Raksha brought enthusiasm and 
new liveliness through new members from different background yet who share the common 
goals. Establishing partnerships with the organizations that invest in girls’ education strengthens 
the capacity of each organization to use the latest technology, innovation, knowledge, and data to 
promote the growth of educational opportunities to empower women and adolescent girls. 
The workshop created a safe space for participants to expand their network and learn new 
skills in a nurturing environment which fostered creativity, self-expression, and creativity     




feedback to make the next presentation better, improve skills, and encourage participants to 
voice their opinion. Some of the participants volunteered to talk about a part of a topic that they 
thought could be explained more in details, and some volunteered to get training to be a future 
facilitator in the next workshop. Some participants invited their sisters, neighbors, friends, 
classmates, cousins, teachers, and even brothers to participate in the workshop. One participant 
happily mentioned, 
I am really happy about this workshop because this platform gave us so much opportunity 
and also our time is utilized in good work. I feel like I have changed and my life has 
changed. Now I have confidence that I can express myself and all. In the beginning, I had 
doubt in myself but now I feel it’s okay to mess up some time as you are only learning.  
At the start, I was really nervous when I joined this workshop now I am really thankful. I 
have gained skills which are really useful and also, I have used my new skills at home. 
For example, managing my time, using some of communication skills while talking to 
my parents and siblings and many more. 
 
While the implementation of a leadership development workshop is not wholly 
responsible for their development, observation and testimony confirmed that this workshop 
contributed significantly to self-confidence and bonding allowing them to stand up for 
themselves and for one another in mixed settings. One participant said she felt she is changing 
from shy to confident and from afraid to brave. Another stated that before the workshop, “I was 
always very nice and spoke in a soft voice so people always think I am a young girl but after the 
workshop I learned that I want to be a different person.” She continued that “the most important 
thing we learned is to speak out and take action.”  
What Key Elements Influence Young College Level Women in Nepal During the Leadership 
Workshop? 
This is the second secondary research question that was posed earlier. There were four 




virtual safe space, taking cognizance of the Nepali cultural context, the experience of all-women 
participants, and the introduction to self-leadership topics.  
Creating Virtual Safe Space. One key element was creating a safe space for participants 
to share freely without judgment and fear. Strong social bonds are a critical element of a safe 
space, and these bonds may result from a shared sense of belonging to a community that 
encourages personal expression in the face of oppression (Carter, 2005; Miño-Puigcercós et al., 
2019). That the only participants in the first stage of the research were ENG female college-level 
students brought about this sense of community—especially since these girls had already 
participated in ENG programs and had known each other personally at least for a few years.  
The results from Chapter IV showed that the leadership workshop provided a foundation 
for confidence, connection, and collaboration between participants in a safe environment. 
Women need a safe space to explore themselves, challenge the dominant culture, and develop a 
sense of confidence, create a culture of continuous learning, and support and mentor each other 
for further leadership development. In a nonjudgmental setting, participants could openly share 
experiences, fears, concerns, failures and victories (Debebe et al., 2016). During the 22 hours of 
the workshop, 80% of the participants shared their concerns about their family and school. One 
participant disclosed her fears of her dad’s sickness and uncertainties about her future. During 
the topic of sexual health, one participant mentioned that she wished her mom and her aunt were 
there to listen because they probably never received any education about female body health. 
Another participant spoke about her family asking her to get married sooner; but she mentioned 
that she is now asking them to give her time to finish college. She said she has learned here to 




Another participant complained that she had been struggling to convince herself to 
participate in the workshop because her peers at her college scorned her. She tried to persuade 
them to participate too, however they told her they were not interested. Creating a safe space for 
participants to share their despondent moments and receive support from each other helped them 
grow closer and realize the value of learning as a group.  
The researcher and facilitators were successful in creating a safe environment for 
participants to share their stories of success and failure and to talk about their families and lives 
outside of college during the lockdown as well as how they were dealing with the pandemic. One 
participant shared that seeing inside other participants’ homes and seeing their families made her 
feel closer to them and interpersonally safer. Another participant, referring to the other ENG 
participants, mentioned that she misses all her didi, which means sisters in Nepali, but that she 
was happy that she could see them and learn together from home safely and not be worried about 
catching COVID-19.  
Adapting to the Nepali Cultural Context. The second key and influential element 
impacting workshop success was awareness of the Nepali cultural context. Four dimensions of 
cultural context have been posited by Fogelberg and Tavanyar (2015), and these are particularly 
helpful in understanding the needs and values of intercultural participants in creating a safe 
space: types of communication, power distance/social hierarchy, task or relationship, and time 
orientation.  
Fogelberg and Tavanyar (2015) mentioned two types of communication, direct and 
indirect depending on the culture. The leader of any virtual meeting or training session can 
encourage mutual understanding by making the differences explicit and inviting the group to 




McKay-Semmler (2017), people from high context cultures like Nepal prefer indirect 
communication which may be perceived by those from low context cultures like the United 
States, as “confusing, unreliable, uncritical, time-wasters” (p. 809). Alternatively, direct 
communicators may be perceived as “cold, untrusting, insensitive” (McKay-Semmler, 2017, p. 
810) by those who are more indirect by nature. Nepal has a high context culture and most of the 
participants and facilitators were shy with low self-expression. Since all the facilitators were 
from Nepal, except the researcher, there were no concerns in the area of transparency in 
communication. In addition, in the past several years, the facilitators had had many exposures to 
people from low context culture and they understand the difference between the communication 
styles.  
The next dimension of cultural difference that Fogelberg and Tavanyar (2015) suggested, 
is the effect of power distance in virtual meetings, based on social hierarchy. In egalitarian 
cultures, the notion of equality is seen as a virtue. On the other hand, in hierarchical cultures like 
Nepal, adolescents are expected to show respect and obedience to seniors like their parents and 
teachers and not to openly challenge them in public or private (Kwantes & Glazer, 2017). In the 
virtual setting where most participants are unlikely to challenge the facilitators or the researchers, 
the solution was to openly discuss this issue and provide exclusive time intervals to each person 
to voice their opinion. Providing the opportunity for everyone to express their view was 
beneficial and increased the effectiveness of the workshop.  
Fogelberg and Tavanyar’s (2015) next dimension of cultural context was task versus 
relationships. In a culture where building relationships is of higher value no real work can be 
done without it. In contrast, in task-focused cultures such as in the United States, the inclination 




Shaughnessy, 2020). To face this cultural difference, socializing time was included in the agenda 
of each virtual meeting. Since ENG participants were already known to each other, this step was 
not challenging. The facilitators were patient with the participants and openly discussed the 
cultural differences. The beginning of each meeting was designated for a check-in process for 
facilitators to share their feelings and connect together. One facilitator mentioned that even 
though at the beginning it was difficult for her, the encouragement and understanding of other 
facilitators, changed her mind.  
Fogelberg and Tavanyar’s  (2015)  fourth dimension for virtual meetings is relationship 
with time, which is either cyclic or linear. In cyclical cultures, time is seen as abundant and 
multi-tasking prevails. In linear cultures, time is seen as a limited resource and something that 
needs to be managed (Capello & Shaughnessy, 2020; Fogelberg & Tavanyar, 2015). Nepalis 
usually prefer to do one task at a time and place higher priority on relationships than time 
(Regmi et al., 2010). Frisch and Greene (2020) emphasized keeping the virtual meetings short 
since participants’ attention span when sitting behind a computer screen is normally limited. This 
means that managing time is essential. To overcome the time challenge, the facilitators 
frequently held a group or one-on-one chat to build more trust and better relationships. Every 
few meetings, there was an informal meeting designed into the training which entailed singing or 
dancing and casual conversations about their daily lives.  
Explicitly discussing the four dimensions that Fogelberg and Tavanyar (2015) posited, is 
beneficial in better understanding each other’s cultures and approaches in creating a safe space 
for all participants and consequently, increased the effectiveness of the workshop. 
Significance of Having All Women Participants. This is the third element key to 




the participants were women. I believe starting this research with all women participants had a 
positive impact on the participants and made them feel safer and more confident (R. Lewis et al., 
2015). Consistent from my past experiences in Nepal, in a heterogenous environment, men sat 
together in the front of the room, and the women sat in the back and waited for them to initiate 
the conversation, such as answering a given question before volunteering their own views. 
According to social role theorists (Do et al., 2020; Offermann & Foley, 2020), historical 
divisions of labor between men and women have created divisions in social behavior. These 
disparate behaviors are foundational to sexual stereotypes and gender inequality (Kray et al., 
2001).  
In the patriarchal culture of Nepal, disparity is highest where socioculturally constructed 
expectations for male and female roles and behavior are deeply manifested in attitudinal and 
organizational biases (Haveman & Beresford, 2012). The fact that we conducted the preparation 
and design sessions of the workshop with female-only participants helped the girls feel more 
confident and express themselves freely. The female-only environment gave all participants the 
opportunities to better share their opinion and have a voice. Ely et al. (2011) suggested that 
leadership development is identity work and that imperceptible forms of cultural gender biases 
interfere with women’s identity work. Ely insinuated that teaching leadership in women-only 
groups increases the likelihood of women’s leadership programs improving their advancement 
into more leadership roles. However, as I will explain later in this chapter, after the women 
developed more confidence, the two men who participated were welcomed by others.  
One participant stated that being in a safe space among other female ENG students made 
her feel more comfortable to share about her problems. She continued to describe about her 
parents forcing her to get married, suggesting that she continue her education after marriage. 
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Since she joined ENG, her parents had undergone major shifts in perspective about the roles, 
options, and possibilities for women in the general workplace and community. In the current 
reality of gender roles in Nepal, all participants indicated that they were pursuing a career; 
however, they still felt pressure from their parents to find a husband and start a family at some 
point in the future.  
We ran an anonymous poll on Zoom with 43 participants who were present in which 26% 
of participants indicated that marriage and family were not part of their overall goals. The poll 
revealed 61% for whom marriage and family were part of their future, but not in the immediate 
sense. There were 13% already married.  
Selecting Self-Leadership Topics. The fourth key element, following the framework of 
Fogelberg and Tavanyar (2015), was clarifying the prominence of self-leadership topics for the 
workshop. One participant mentioned that learning self-leadership sounds conflicting to her since 
a leader has to have at least one follower. Participant realization that the leadership skills they 
needed to learn did not necessarily have to be focused on leading big groups and that
self-development is as valuable and can enable them to lead more effectively was new 
information for some participants. This apprehension also gave them more confidence to choose 
a topic that they did not have knowledge of but which had been introduced by another 
participant. Some participants were clearly impacted by learning about the concept of self-
leadership and asked for more time to think about the topics when it was explained to them that 
self-leadership is the process of influencing oneself (Manz, 1983; Stewart et al., 2019).  
The concept of self-leadership has been explained in conjunction with self-control and 
self-management (J. I. Kim, 2018; Megheirkouni, 2018). Examples of self-management 




self-observation. Self-leadership begins to develop when participants compare their observation 
of a situation against what they expect it should be. The assessed gap between expectation and 
the observed state is then mitigated by examining and acting on the resulting new state of the 
situation. Then, and the cycle starts again (Stewart et al., 2019). When ENG participants learned 
about the concept of self-leadership, they proposed topics for the workshop that they were 
closely related to their personal development; they could see the gap between the ideal and the 
current state. Thirty percent of the participants who did not respond to the poll until that point, 
suggested topics such as self-confidence, self-motivation, self-esteem, and self-efficacy. After 
the first round of topic proposals, the impact of self-leadership at the team level was discussed, 
leading to topics that were more consistent in teams such as active listening skills, 
communication skills, conflict management, effective feedback. 
A useful theoretical foundation for self-leadership is social learning theory and social 
cognitive theory (Bandura, 1982). Social learning theory explains how people can influence their 
own cognition, motivation, and behavior (Kreitner & Luthans, 1984; Sims & Manz, 1982). 
Discussion of the significance of self-leadership topics and how they can benefit the participants 
expanded the number of suggested topics by participants.  
During the second stage, the main focus was to educate and train the facilitators to design 
the curriculum and prepare to deliver the workshop. Key elements that influenced the facilitators 
in this section were how to be confident, lead the session, encourage and motivate others, and 
learn new facilitation skills (Delisle et al., 2016). The process of training facilitators was 
empowering for them. During a training session one commented,  
A few weeks back, I really had a problem that our family needed space for our cow and I 
decided to use my new communication skills, I was able to ask my ex-manager and find a 
good place. I convinced him and he allowed us to use his place for our cow. I realized 




communication, my mom was really happy about it. I am glad that I am taking part in this 
workshop. 
The facilitators were not experts in the field of leadership, however, their job was to 
manage the group’s learning based on participants’ knowledge via virtual breakout rooms, as 
well as experiential learning activities and personal reflections (Devlin, 2017; Schaffer, 2019). 
Clearly, to design the curriculum, the facilitators needed a strong understanding of the selected 
topics, and they were required to create their PowerPoint slides and handouts. Therefore, they 
closely studied all the presented topics for the workshop, during our Zoom sessions and 
individually by themselves. There is a strong link between adaptive leadership theories and the 
best practices of successful facilitation with the intent of raising facilitator confidence (Schaffer, 
2019). The adaptive leader as facilitator prepares other facilitators to work together as a cohesive 
group with a shared vision and to develop a plan for strategic implementation (Preece, 2016).  
How Can the Researcher Be Effective in Achieving Sustainable Transformative Impact 
Before, During, and After the Workshop? 
This is the third secondary question posed in this study. Including topics such as 
tempered radicalism and relapse prevention is one way to sustain the transformation of 
participants. Tempered radicalism and relapse prevention were added by the researcher after all 
the participants expressed their interests and needs. Tempered Radicalism (TR) provides women 
with tools and techniques on how to stay strong despite the oppressive systems and offers them 
practical steps towards change. The concept of tempered radicalism (Meyerson, 2001; Meyerson 
& Scully, 1995) explained the persistent involvement of women as leaders in the society, even in 
the face of challenges.  
Two of the facilitators who had to submit paperwork to a government office, were 
anxious because of their previous negative experiences and the way men treated them in that 
179 
office. They were nervous and did not know how to effectively deal with the situation and avoid 
any problems. After our discussion on tempered radicalism, both mentioned feeling more 
confident going to the government office. They felt that they have access to strategies to deal 
with the situation. Afterwards they reported back that they got the required signatures from the 
office and were excited to use the new learned tools and techniques again.  
As this example shows, it is imperative to utilize tempered radicalism techniques to 
encourage and remind the facilitators and participants to practice their newly learned leadership 
skills (Rahyuda et al., 2018). Some of the relapse prevention strategies discussed during 
facilitator meetings, included being aware of high-risk situations that can cause a relapse, such as 
stress, limited time, intensely emotional life events, exhausting workdays, or destructive 
relationships (Carleton et al., 2018). In addition, teaching coping responses and how to develop a 
new lifestyle and support system, were discussed during a 2-hour Zoom session. One facilitator 
suggested revisiting this topic since stress from the COVID-19 quarantine might cause a relapse.  
Some of the ways I can help to sustainable transformation beyond the workshop include 
encouraging them to do the following: 
• keep increasing their knowledge of self-efficacy,
• practice their new skills and continue systemic changes,
• ongoing participation in ENG advocacy programs, and
• adapting existing leadership curricula to reflect the language and culture of Nepal.
I can also provide practical recommendations to reincorporate leadership into their daily 
lives (Calva et al., 2019). In a patriarchal culture like in Nepal where girls are constantly 
challenged by social norms, practicing newly learned skills, learning tools and techniques to 




context of knowledge retention, teaching them specific coping skills, and identifying triggers that 
causes the temptation to relapse, was welcomed by all the participants (Acosta, 2020; Iqbal & 
Dastgeer, 2017). For example, one facilitator said she used the new learned skills to find a new 
job that she would not apply for before.  She said,  
Recently, I had chance to meet Mayor of Solukhumbu region and with the help of new 
techniques I was able to talk about my expertise in mental health that could be very 
important and useful to create awareness in villages including their territory, and with 
surprise, she offered me to work with her municipality and I am now developing my 
proposal and grabbing that opportunity to grow myself as personal and professional. I 
believe that the facilitators and other participants as well, benefited immensely from the 
workshop.  
This illustrates the positive impact of teaching relapse prevention techniques. After the 
data collection was finished, facilitators agreed to continue monthly meetings to review 
leadership topics studied so far. The goal of the monthly meetings was to help them keep 
practicing skills learned during the workshop. They decided to use the monthly meetings to 
avoid relapse by reviewing coping skills, following up on their progress, and identifying new 
triggers that cause the relapse.  
In V-PAR, the researcher’s role in creating a sustainable transformation in the 
participants life, can be negligible. After all, the hope is for them to continue the path if they 
choose to or if the society allows them to, for which future longitudinal research is needed to 
determine whether the participants could use the workshop further to transform their life or not. 
In this study, the participants and the facilitators decided how to sustain their learning 
experience, and if they wanted to develop this workshop further to design a more effective 
program or implement their learnings in their personal and professional lives. I might not be a 
part of any of their future efforts, however if they include me, I will continue insisting on 







Primary Research Question 2: Learning by Using a Digital Approach to PAR  
The second primary research question for this research was, “What can be learned by 
integrating digital tools and platforms in par that impact the effectiveness of the workshop?” 
Integrating a variety of digital tools such as instant messaging, email, social media increased the 
communication level between participants, facilitators, and researcher. There are many kinds of 
digital tools and platforms that were used in this research to maximize the communication and 
effectiveness of the workshop such as chat rooms (Shapka et al., 2016), instant messaging 
(Stieger & Göritz, 2006), and emailing (Mason & Ide, 2014). The main issue for accessing all 
these platforms were lack of access to the fast internet. A report in 2018 by United Nations 
estates that 47 developing countries including Nepal still had substantially low access to the 
internet WiFi or hard-wired (172 million out of 1 billion); however, these 47 countries had a high 
number of cellular phone users (700 million) (Adam & Minges, 2018). In this workshop, 70%  of 
the participants used mobile cellular data to join as that was their only way to access the internet. 
This meant that more students could participate from different areas of Nepal than when face-to-
face workshops are used.  
In addition, to inadequate access to the internet, another significant hurdle was the lack of 
technical skills required to utilize the internet and Zoom video conferencing software. We chose 
the Zoom platform because it was one of the easiest and most stable conferencing platforms for 
participants to learn. Zoom software allows two or more people in diverse geographical locations 
to communicate using audio and video simultaneously, which is beneficial in saving costs 
(Deakin & Wakefield, 2014), improving accessibility to more participants, and because it 




they liked the flexibility and convenience of participating online although a few complained that 
their internet was not stable enough to stay connected the whole time. Several others complained 
that even when their internet was working, the power in their area might get disconnected.  
I believe the quality of Zoom interview was similar to the face-to-face sessions and, in 
some cases, better because all the side conversations could be captured. Additionally, the 
participants were more open and expressive (Adam & Minges, 2018; Deakin & Wakefield, 
2014). One participant said, “I feel more comfortable to share virtually over in person because no 
one can reach me here if I make a mistake.” This comment reflects the direct impact of 
patriarchal culture in ignoring women’s voices and the fear of consequences of expressing their 
opinion. For her, Zoom was a safe environment to share her feelings and thoughts.  
 Integrating digital tools facilitated the creation of a safe virtual environment for 
participants to freely share their view and ask questions. The added benefits of a virtual safe 
space are privacy, convenience and flexibility, filling a gap, togetherness, user-centered design, 
practical trustworthy support, and online moderation (El Morr et al., 2020; Van Heijningen & 
Van Clief, 2017). In addition, researcher’s confidence in using technology helped participants to 
trust the researcher and be more expressive (Deakin & Wakefield, 2014). 
Integrating digital tools helped researchers keep the expenses down and gain access to more 
participants in rural areas. This could potentially lead to more studies and advances in this 
field. Utilizing digital tools helped the researcher to collect better data for a longer period of time 
while participants have more freedom and flexibility than would have been possible using 
conventional direct meetings.  Participants who had access to internet had an optimistic outlook 




Since lockdown kept getting reinstated by the Nepali government, our decision to 
completely change our plans from in-person format of the workshop to virtual was fortuitous. A 
critical issue was how to create the best interactive virtual environment for participants during 
our long Zoom sessions. Adding dance breaks, yoga sessions, guest speakers, small group 
discussions, and polling in the virtual platform made a considerable difference according to the 
participants’s feedback. A new participant said, “If there is another Zoom meeting, I want to 
participate.” 
On the other hand, one participant complained that she was bored when looking at her 
monitor for a long time. She said she preferred to participate face-to-face and do physical 
activities. She later explained, “My job as a house cleaner for the past few years trained me to 
feel good when I am not just sitting and when I am actively doing something physically.” To 
accommodate different learning styles, more physical activities were added to the workshop such 
as dance breaks and yoga.  
During dance breaks, all participants were asked to stand up to dance to a Nepali song for 
one minute. Participants who were shy in the first dance break and initially only watched 
everyone else dancing, later got up and danced for a few seconds or at least moved their hands to 
show support. Later that day, two participants had posted videos of themselves dancing to the 
same songs they had suggested for the workshop. When they were asked about their social media 
post, one responded that dancing on Zoom during the workshop made her feel more confident to 
post her dance on social media.  
A young Nepali woman who was a yoga teacher joined the workshop by invitation. She 
was so enthusiastic to learn new skills that she offered to teach yoga to the participants at no 




patiently performed and explained her yoga moves while smiling at her son. Later one 
participant mentioned that watching a Nepali woman teaching yoga and advertising her classes 
while being a mom was very inspiring for her. She learned that she can be a mom and work at 
the same time.  
The virtual workshop platform gave us the freedom to have guest speakers from various 
geographical locations. Guest speakers were welcomed by participants with lots of questions and 
appreciative messages in the chat box. Facilitators requested the guest speakers’ contact 
information to stay in communication with them and explore future mentorship. The virtual 
workshop made it possible for a more diverse group of people to participate.  
On one hand, a digital platform enables the researcher to observe the participants, their 
top half-body language and emotional cues more easily. On the other hand, in a virtual setting 
the researcher not being in the same physical space means a lack of oversight on their 
environment before and during the Zoom session, which was a limitation of integrating digital 
tools in this study. Some of the participants seemed distracted because of family members 
eavesdropping or talking in the background, barn animal noises outside, and nearby traffic. On a 
digital platform, the researcher has no insight into what or who may be distracting, monitoring, 
or controlling the participants and in what way. This can contaminate the collected data, which is 
a limitation of the study. To mitigate the negative impact of distractions and increase the 
participants’ privacy, confidentiality, and voice clarity, participants were advised to use headsets 
with a microphone rather than their computers’ audio. Further research is needed to examine the 
effectiveness of the workshop by providing headsets for all the participants at home with 






What Is the Impact of Long-Distance Communication Between the Participants, Facilitator, 
and the Researcher? 
This is the first of the three secondary research questions under the primary question of 
learning from digital tools in PAR. Video conferencing software made it economically possible 
to have a larger number of participants from different parts of Nepal. In any case, due to the 
COVID-19 pandemic, meeting participants in person would not have been practical. 
Some of the advantages of a virtual setting according to Gray et al. (2020) are ease of use 
once they had access to a computer, the internet, and have learned the software; access to Zoom 
features such as polling and breakout rooms; and time-saving since there no travel requirements 
to participate in the research and therefore more time available for their college work, family, 
and staying COVID safe at home. One facilitator mentioned that their parents appreciate that she 
did not have to leave the house during the COVID-19 pandemic. Another mentioned that she 
would be willing to participate in a future virtual research or virtual workshop. Participants 
appreciated connecting personally with the researcher for more than 50 hours and discussing 
vital leadership topics. Participants also liked the ease of signing up for a Zoom account, and not 
being responsible to pay for it. This made their experience stress free and pleasurable. They 
valued being able to see and connect with their ENG friends and even make new friends online. 
Since there was a myriad of topics to be presented during the workshop, most of the 
virtual meetings lasted for four hours. We divided the topics into two different Zoom meetings 
on different days. Surprisingly, given the length of the sessions, 80% of the participants stayed 
online even though they got disconnected a few times during the session due to the lack of steady 




eliminating travel time for all participants. Zoom increased effectiveness by enabling facilitators 
to use that saved time to focus on the content quality and practicing their presentation skills. The 
workshop’s effectiveness was also furthered by Zoom features such as small-group rooms that 
maximized their participation. The participants could also use the polling function to 
anonymously share their answers or privately chat with anyone in the group. Furthermore, the 
facilitators could seamlessly share their PowerPoint slides with the participants, which is often 
not as easy in in-person meetings in Nepal due to lack of presentation equipment. 
Zoom’s recording capability also made data collection more efficient, eliminating the 
need for a camera setup in a physical room. This also increased the quality of the collected data 
since the participants are directly looking and speaking into the camera. 
The negative impact of long-distance communication was the disturbance participants 
experienced as a result of internet disconnections or power outages. However, they patiently 
explained that they are accustomed to these circumstances and they would try a few times to 
reconnect before giving up. When I asked the participants what suggestions they had for the 
future workshop to improve their experience, they mentioned that some of the facilitators seemed 
inexperienced while presenting on Zoom and could have prepared themselves more for their 
presentation and PowerPoint slides. It was noteworthy that no negative feedback was given on 
the platform itself. Other studies utilizing virtual platforms also highlighted the same results 
regarding the participants’ experiences (Gray et al., 2020; Smith, 2014).  
How Do I Assess the Readiness and Eagerness of a Participant Virtually? Can This Be 
Evaluated by the Facilitator or the Researcher or Self-Report of Participants? 
This was the second of three secondary research questions under the primary question 




assessed by the level of their engagement. Participants enthusiasm to start the workshop was 
evident from the first session. I received a list of more than 100 topics from all the participants 
regarding the topics they are interested to learn (See Figure 3.1 in Chapter III for the word cloud 
derived from the leading topics). 
 The participants’ eagerness to learn how to use Zoom and volunteering to become 
facilitators were positive signs of their readiness. One facilitator who asked her brother to teach 
her how to use Zoom, said “[The] workshop will bring so much difference in my life. Actually, I 
have learned a lot during this lockdown from preparing for my presentation in the workshop. I 
also have learned a lot from other facilitators.” 
Motivation to change behavior is an important factor that affects participation. The 
motivation level influences the level of engagement, retention, and outcomes (Hernandez et al., 
2017). One participant mentioned that she feels very motivated when she sees the support ENG 
has for the participants and she likes gaining new knowledge. Another participant said 
sometimes she does not know how to effectively communicate with her parents so she wants to 
learn communication skills to fix her problems with them. The participants’ self-report through 
questions, curiosity, and openness to discuss their problems were the main methods of assessing 
their readiness and eagerness to participate.  
The facilitators demonstrated their eagerness and readiness by being energized, inspired 
and taking actions towards our mutual goal. Their intrinsic motivation to design the curriculum 
was evident through their sharing. All of the facilitators mentioned that they are happy being part 
of the facilitation team and learning new skills. They also said how much appreciation they feel 




I am so happy that I am a part of ENG and can participate in this workshop. I am blessed 
that there are many people like you who are our great supporter. ENG is not only a 
charity organization but it has created a better world for us and great family members.  
 
The participants engagement, voicing their opinion, and enthusiasm have increased 
throughout the workshop. One participant requested that facilitators email the outline of the 
topics plus the PowerPoint slides to everyone before the workshop. The journey of participants 
from the first day to the end of the workshop, and beyond, is remarkable, especially given the 
historical challenges of Nepali women. 
Another sign of eagerness and readiness was participants’ presence in the long workshop 
sessions even though they kept getting disconnected due to the lack of steady internet and power 
outage. Here is a quote from one participant that illustrates her eagerness to create change in her 
relationship with her sister, and ability to apply the new learned skills in her life: “I had conflict 
with my sister and learning communication skills, problem solving skills helped me to listen to 
her more before I give advice to her. It’s helping me to have better understanding about what she 
really thinks and why she behaves as she behaves.”  
To What Extent Did the Participants in Our Virtual Environment Benefit From the 
Leadership Workshop? 
This was the third and last of the secondary research questions under the primary 
question about learning from digital tools in PAR. Women in a patriarchal culture do not identify 
themselves as leaders (Rai & Joshi, 2020). At the beginning of the research, participants were 
shy and passive recipients of instruction, they lacked the confidence to exercise their voice. 
However, gradually with more time and support, they became more comfortable to offer 
independent viewpoints, constructive feedback, verbalize their problems, share their emotions, 




Facilitators who were uncomfortable to present in front of five people at the beginning, 
were confidently sharing in front of 60 people by the end of the program. Participants who were 
uneasy saying “no” at the beginning, could confidently reject an offer to avoid burnout and 
exhaustion. They accepted and understood that they are the role models in their community, and 
this is a responsibility not a burden. They learned going out of their comfort zone helps them 
grow and develop their skills. They were open to expand their network and share in front of 
others that they did not know at all. They were open to share with men present in the group. 
They were eager to encourage each other to excel and be better.  
During the 56 hours of research, as time passed, participants showed higher levels of 
collaborative decision making, collective problem solving, empathy towards one another, 
adaptability to the current situations, inspiring each other, and cooperation in delivery of the 
workshop. All these qualities are among the characteristics of a transformational leader. 
Transformational leadership theories contributed to an awareness and acceptance 
of women’s leadership development (Begum et al., 2013). To understand how leadership 
theories can help women’s leadership, we looked at the transformational leadership 
characteristics that the participants developed throughout the research. 
One of the capabilities of a transformational leaders is openness to new ideas and ability 
to take risks and try a new concept (Hoch et al., 2018). One facilitator mentioned that she felt 
more confidence to leave her comfort zone and try something new. She continued, 
I can’t believe I can speak in front of 60 people. I can’t recognize myself when I started 
this I was very shy and reluctant to participate. I wasn’t sure if it is a good idea to be a 





Transformational leaders do not need supervision and are able to manage themselves 
well. They are proactive, visionary, and motivated, and they use this motivation to lead others to 
the right path (Bass & Riggio, 2006). One participant mentioned: 
For me I have learned a lot but the greatest changes in my life is I have become more 
sensitive toward my available time. While teaching other about time management I have 
been able to examine myself and trying to be more professional on this. Now I rarely 
waste my time. I know I am not perfect but the journey I have walked through these 
workshops, it has been helping me to use my time in best way. I am using my time 
spending on my personal and professional growth. 
 
Another quality of a transformational leader is adaptability to new circumstances; that 
was repeatedly seen among the participants and facilitators. Due to the COVID-19 lockdown, 
their college schedule kept changing, and it was challenging to arrange a fixed date and time for 
the workshop. However, we kept going forward in the face of all the changes; we kept adapting 
to new situations, and we found creative ways to respond to the dynamic environment. One 
participant stated,  
I learned so much in the workshop. I learned ways of managing my time and prioritize 
when making plans. I learned how to be independent financially by managing my money, 
saving, cutting off the misuse, properly distributing my money in different categories as 
per our needs, making investment. Overall, I learned that first for success my effort is 
required. 
 
Ibarra et al. (2013) noted that leadership development occurs iteratively, through 
increasingly challenging roles, learning from mentors, and experimenting with new behaviors. 
Once executed and affirmed by others, the individual repeats the process (Latu et al., 2019). 
Leadership then, is a two-way process bolstered and affirmed by social interaction, where both 
individuals and context cause leadership to shift over time through a social construction process 
(DeRue & Ashford, 2010). This two-way process was manifested by facilitators designing a 




environment that incorporates V-PAR methodology, this workshop has fostered Nepali women 
to see themselves as leaders and change agents.  
Facilitators created a virtual environment for learning, practicing, and exercising new 
skills. They gained knowledge in the following areas:  self-confidence, communication skills, 
time management, problem solving, gender equality, effective feedback, critical thinking, sexual 
and menstrual health, conflict management, public speaking, staying focused, accepting 
responsibility, financial literacy, team building, goal setting, self-motivation, tempered 
radicalism, and relapse prevention. Learning these skills and working together in a team, helped 
them to create a solid foundation for the workshop and get ready to deliver the workshop based 
on their culture. 
After 22 hours of collaborative training and mentorship on Zoom with the researcher and 
many hours together or individually by themselves, they announced that they were ready to 
deliver the workshop. One facilitator mentioned that she is happy that she had an opportunity to 
join the facilitator group even though she was not sure if she is good enough to be a facilitator. 
Another facilitator mentioned that journaling has now become a part of her daily routine, this 
way she has a chance to think about topics before presenting in front of others. She said she feels 
more comfortable asking questions and making suggestions. Yet, another facilitator mentioned 
the new communication skills such as active listening and paying attention to nonverbal cues 
improved her relationship with her family. One participant indicated that  
I learned that leadership skills are very useful in each and every stage of my life. It helps 
me focus on my goals, lower my stress. As a student if I manage my time then I can 
complete my assignments in time. 
 
On one hand, I observed many positive changes in their behavior during the Zoom 




the other hand, I questioned myself on whether I had captured their disappointments or the harm 
this project might have caused them, and if they had reported everything including their 
frustrations or the damage this research might have caused them. Although in evaluation 
meetings I asked them about their disappointments, frustrations, discouragements, and mistakes 
we had made to that point, they graciously said how thankful they were for the opportunity to 
participate in this workshop and focused on positive outcomes. The times that I insisted and kept 
asking for the mistakes we have made or addressing the lack of participation and engagement, 
they talked about negative feedbacks from their male classmates, quitting their jobs because of 
an abusive manager, challenges of understanding my English, and being tired of Zoom. Here are 
some quotes that illustrate some of their dissatisfaction and exasperation.   
I get bored of sitting in front of my computer for a long time and I prefer to do this 
workshop face-to-face with more physical activities. Because my job as a house cleaner 
is physical, I learn new things when I am doing it not just watching it in my computer. 
My male classmates at college laughed at me when I told them about the workshop. They 
think I won’t learn anything here and I don’t need this. I think they are jealous. When I 
invited them, they said they don’t like these kinds of workshops.  
Because of lockdown I don’t go out and I can’t use all the skills I am learning here, what 
if I forget all of them before the lockdown finishes. 
I don’t understand what you say or what you mean sometimes and I lie to you when you 
ask me if I understand because I don’t want you to think I am not smart.  
Contribution of This Research 
In order to empower marginalized young women and provide them with macroeconomic, 
social, emotional, psychological, and political benefits, it is essential for them to learn leadership 
skills. These benefits can prove significantly more impactful in times such as the COVID-19 
pandemic where many women are designated and expected to perform even more unpaid 
domestic services for older relatives in addition to their own households. At the time of the 




help their mothers with housework. Therefore, reminding these young women how valuable their 
time is and how learning certain skills can fundamentally change the course of their futures, was 
one of the more critical contributions of this research.  
Another contribution of this research was the number of people who have been positively 
affected by learning new skills. Since most of the family members were staying home due to the 
lockdown and most participants live in a very small home, their families could hear us speaking 
about communication skills, effective feedback, self-confidence, etc. The butterfly effect 
(Lorenz, 1963) of other invisible participants that we might never know their names and the 
impact in the society can never be measured. One participant said she started working with a 
Chinese organization to introduce recycling in their community and she is providing the training 
via zoom for her neighbors. The positive impact of this movement on the environment is another 
contribution that cannot be measured in this study.  
Two months after the data collection, some participants reported back to me that they 
requested promotions or were searching for new jobs, which made them feel proud of themselves 
for having powerful conversations that they have been avoiding for years with their bosses or 
family members. One facilitator mentioned that she left her job because “my manager was trying 
to take advantage of me and he was abusive.” She felt proud of herself because she decided to 
leave that job after a long conversation with another facilitator. She said she was glad that she 
could get good advice from other facilitators.  
Additionally, the facilitators told me they were planning to organize another workshop 
for students who missed the first one, and they asked me to help them with the follow-up 




they can do better than the previous time. The following is an excerpt of what one facilitator 
posted on Facebook along with a picture of all the facilitators together after this discussion. 
During the pandemic we have been learning about many leadership skills such as conflict 
management, critical thinking, public speaking, time management, etc. I am so impressed 
by all the facilitators, our own ENG students stepping up to be amazing leaders. We have 
been working so hard to create this workshop and it feels so good to see the results of it. 
Strong women maturing in knowledge and becoming more professional.  
 
At the end of this post, she thanked me for inspiring them to take the initiative. In response to her 
post many ENG students who participated in the workshop made supporting comments including 
that, “This workshop and preparation to present at the workshop was the greatest platform for us 
to search, learn and explore new topics and I am thankful for the guidance we have received 
from Sara.” 
Another contribution of this study was to me as a PAR researcher and board member of 
ENG. Watching these young women grow to be leaders was the most meaningful contribution to 
me. Seeing the spark of inspiration in their eyes and happiness of their smiles after learning and 
practicing a new skill was the greatest gift I could have ever asked for. Choosing PAR gave me 
an opportunity to become more acquainted with the participants and create a deeper relationship 
with them. This research helped me to take one step towards gender parity in Nepal and bring 
social change that promotes democracy and challenges inequality. I learned how to be more 
patient and ask more questions before offering my own opinion. I am a better researcher as a 
result of this dissertation.  
Two facilitators mentioned their parents were very happy knowing that ENG is still 
taking care of their daughters during the pandemic when they need the most help. The aftermath 
will make the girls’ future participation in other ENG programs easier and more trouble-free. 




they supported ENG’s efforts more in allowing the girls to continue their education and finding 
jobs.  
Another contribution of the virtual leadership program was learning how to use the Zoom 
video conferencing platform early on during the pandemic. This was empowering for 
participants after their schools transitioned to online classes. One participant mentioned. “When I 
went back to school on Zoom, I already had skills that my classmates did not have so my teacher 
asked me to teach two other boys how to use Zoom. I felt so important.”  
Another contribution of the second stage of the research was the solidarity it created 
between the facilitators. I had a meeting with the facilitators and some participants a month after 
the workshop to talk about our future plans and to get updates. One facilitator stated that the 
team of facilitators that was created during the program and their teamwork to set up the 
workshop, made her feel confident that they can independently create other future programs 
together. She added that she felt like a new person who is stronger and more confident. The 
solidarity and unity that was created between the facilitators during the second stage of the 
research was a big contribution to this workshop. Future ENG programs and other leadership 
programs can use this approach to design a leadership workshop for their members.  
The findings of this study have implications for the development of women leaders, 
current and future. They contribute to the aggregate body of knowledge that directly addresses 
the most pressing issue of our time by providing empirical data on the design and expansion of 
programs for women’s leadership development. These findings can assist individuals, 
organizations, and educational institutions in the creation of learning environments and 




both by women and men. In addition, a safe space is established that facilitates the same kind of 
ongoing support, growth, and development. 
Reviewing and comparing other qualitative methodologies with PAR for this research, 
further established PAR as an appealing and rewarding knowledge-generating option for 
researching with marginalized and suppressed people (Fine & Torre, 2019). This methodology 
ensures involving the community by giving them an opportunity to deeply analyze and learn 
about the existing problems. In my view, gaining a deep insight into the contextual dynamics of 
the participants’ actions and inactions is very compatible with the nature of PAR.  
V-PAR creates the possibility of performing PAR for women’s empowerment in 
countries and societies that have religious, political or cultural structures unsupportive of studies 
that lead to improvements that might be perceived as threatening to current power structures. 
Such unsafe environments often prove hostile or even dangerous for researchers seeking to 
perform these studies. Virtual environments remove the need for physical gatherings, which 
could be targets for hostile authorities. Another capability of such platforms is encryption which 
provides further security of data transmission for the safety of the participants. Therefore, I 
highly recommend V-PAR for research in such potentially unsafe environments. 
Recommendations 
Portable and global in its form, this research could have benefited a much larger group of 
women if there had been an established partnership with other NGOs, for-profit, and 
governmental organizations. Instead of only reaching the 60 women in this study, the impact of 
this research could reach the entire country—with the caveat that they would need access to the 




their resources can provide more access to the internet and computers for participants in rural 
areas.  
As Gautam (2018) stated, “The new Nepal will have to find ways to promote more 
effective public-private partnerships, and not be overly state-dominated and centralized, allowing 
private enterprise and community-based developments to flourish with the state providing a 
conducive regulatory framework” (p. 45). Doing this will remove the burden of responsibility 
from the government’s shoulders. Thus, my first recommendation emerging from this study so as  
to better empower women and adolescent girls, is to establish partnerships with the ministries 
and civil society to invest in girls’ education and strengthen connections with health, labor, 
technology, finance, and other relevant sectors. This multi-sector collaboration and               
change-making from the inside out would be a vital step towards ensuring that women can 
engage and be empowered with more avenues for participation in the workforce, the domestic 
sphere, political sphere and the societal sphere. In terms of the dominant culture, Nepal has been 
making momentous advancements in women’s empowerment since the Nepalese Civil War 
(Gautam, 2018). However, there is a pressing need for more gender inclusive programs based on 
creating vigorous partnerships between the private and public sectors. NGOs have been filling 
the gaps that were overlooked by the government during the Civil War and natural disasters. 
Now, it is time for the private sector to share the burden and take responsibility for the economic 
growth of Nepali women empowerment programs.  
My second recommendation would be to invite Nepali men who are supportive of 
women’s empowerment programs to participate in women’s empowerment programs alongside 
women. Nepali men could be role models and inspiration for other men do the same in their 




many of the girls covered their computers during those presentations and mentioned they did not 
want their brothers or dad to see the monitor and hear that particular discussion. However, 
having sexual health education available to men is important and offering it separately will help 
them be more informed about their partners’ anatomies and sexual health and will help eradicate 
false beliefs such as that having sexual intercourse with a virgin girl cures ailment such as AIDS 
HIV (Safari & Kottler, 2018). 
A third recommendation would be to create a strong bond and camaraderie between the 
researcher and participants to make virtual participation more feasible and thereby provide a safe 
environment that allows for vulnerability and sharing. The relationship between the researcher 
and the participant could emerge from past interactions or could form at the beginning of the 
study by spending enough time in advance with each participant. The goal of further building the 
relationship is to form a strong connection, learn about each other, and understand the motives 
and challenges all face. This deepening of the relationship could be accomplished through active 
listening, being curious through asking questions, and creating team-building activities. 
I also propose a series of recommendations about technology usage in empowering 
women and girls. Video conferencing was a fundamental part of implementing V-PAR in the 
design and conduction of the workshop and the following four specific suggestions emerged 
regarding using Zoom for future workshops, 
First, I recommend allocating a specific amount of the research budget to provide the 
internet or cellular data to the participants and to expand access to the rural areas of the country. 
Further considerations could include participants who have additional needs due to visual or 
hearing impairments (Redlich-Amirav & Higginbottom, 2014). To further expand the future 




participant, hubs with reliable internet and a computer room with a functionally sizable monitor 
could be created and established in each village. Each hub has to be under the supervision of a 
ENG advocate capable of managing the participants who attend the workshop either in groups or 
individually. The advantage of participating in groups is that they can do t activities together, and 
participants can be accountability partners for each other in practicing the new learned skills. 
Since many of the participants invited their family and friends to this workshop, I recommend 
keeping the workshop open to family and friends to join and not just limited to the participants.  
A second suggestion is on dealing with possible distractions when designing the 
workshop—since participants may be in their homes, schools, or a public setting such a library, 
and can have numerous disruptions, such as family members, pets, and noisy traffic. One 
inexpensive option would be to provide each participant with a headset. Offering additional 
confidentiality tools such as sectional walls or privacy screen covers for phones or monitors 
could help participants focus more on the workshop rather than managing distractions. 
Third, I recommend having prearranged backup technological resources planned and 
established with participants in case of technical difficulties or other disturbances such as 
unreliable internet connection, freezing, or other audio and video disturbances (Hai-Jew, 2015; 
Smith, 2014). The hub, recommended earlier, could also act as this backup resource for those 
who may have difficulty with their individual resources. 
Fourth, as researchers conduct more qualitative studies, I suggest that it would be 
beneficial in terms of scalability, to utilize video conferencing and data collection software such 
as Zoom. These tools overcome the limitations of geography and accessibility and can automate 
some processes, enabling researchers to capture more data and experiences and increase the 




advances, it can aid future researchers to conduct more holistic and technologically sensible 
research that is capable of capturing suitable empirical data.  
In order to keep the participants energized and engaged in the workshops, I recommend 
adding brief dance or physical activity breaks such as stretching, or yoga moves every 30 
minutes for training sessions longer than one hour. Sitting in one position for a long time was 
fatiguing for participants and can detract from their retention. Integrating physical movement 
during the Zoom session brings more energy and increases the level of participation and sharing. 
Especially if the participants are from a different culture, including them in the process of 
choosing the music for the physical activity increases eagerness and vigor in the group. 
Organization and team leaders must understand how motivation impacts virtual team 
effectiveness and what characteristics of the work bring the team members joy and satisfaction 
(Kramer, 2020).  
In addition to the dance break, to increase the engagement and participation, I 
recommend accommodating different learning styles. Zoom could be a proper platform for some 
learning styles such as auditory, visual, verbal, and social. For example, for introverted 
participants who are not confident with speaking English but are comfortable writing in English, 
the chat feature (Zoom Video Communications, 2019) could be useful. The breakout feature for 
social learning, sharing slides for visual learning, and playing music for auditory learning, is very 
helpful. I recommend that facilitators design different group activities by utilizing various 
instructional strategies.  
My last recommendation recognizes that the positionality of the researcher determines 
the power relations, research ethics, and the validity and trustworthiness of the study’s findings. 




of ENG, I have invested in growth and development of the participants for the past seven years. 
My optimism and enthusiasm to make a difference in the lives of Nepali girls could have 
impacted my assumptions and motivations. Therefore, I highly recommend including extensive 
self-reflection journaling practice, engaging in self interrogation, rethinking of the conclusions, 
back-tracking the thinking process. To mitigate the biases in the research, I further recommend 
inviting external critics to join the sessions to cross-examine the researcher’s conclusions. They 
should not have any personal interests invested in the project. They can be there to enhance the 
credibility of the study and to help the researcher triangulate the results, making sure the 
interpretation of the data is credible and tthe researcher is not engaging in self-deception such as 
confirmation bias. External critics are invited to offer another perspective other than the one the 
researcher is heavily involved in.  
Practical Implications  
This section addresses the practical implications of this study for other organizations who 
are looking to virtually create a workshop for their members. Most imperative in designing the 
program was creating a strong team of facilitators to help and support each other throughout the 
process. Therefore, it would be highly impactful that the facilitators in future initiatives be from 
the same background and culture as participants. This allows them to co-construct the program in 
the context of their societal norms and to understand the complexities of their culture.  
Since the facilitators are the group who deliver the program, I recommend providing 
them with a reliable robust internet service and a device on which to download the video 
conferencing software. The facilitators will be the torch bearers of targeted social change, so 
spending enough time with them to prepare them for this task is vital to the study to keep the 




communication, and other studied skills. Participants will look up to them for guidance and 
further advancement in leadership skills. Therefore, practicing both patience and graciousness 
would have a positive impact in the results. 
Due to the critical importance of the facilitators to successful implementation and 
expansion of the program, it is imperative that more facilitators be produced from the 
participants. This can be achieved by periodically reaching out to participants who may have 
been unresponsive or uninterested in the past, to discuss and discover ways that they can be 
empowered to develop into leading facilitators. Asking the facilitators to train the next cohort of 
facilitators could result in expansion of the program into geographical areas and                      
socioeconomical layers that may be beyond the reach of their originating organization. For the 
impact of the workshops to expand in such a manner, facilitators must continuously re-examine 
and expand the vision of their desired achievements and target audience. Facilitators, therefore, 
can explore more inclusive ways of inviting the families and social circles of the participants to 
the workshops. 
It is vital to provide teambuilding activities for the facilitators to increase the team’s 
sense of collaboration and to encourage facilitators to learn each other’s strengths and 
weaknesses and how to motivate each other. A higher level of cohesion and collaboration in the 
team directly affects the level of enthusiasm and absorption of the skill-sets needed for an 
impactful delivery of the workshop. This approach will provide an environment necessary for the 
facilitators to develop higher mastery of the very topics they will be teaching in the workshops.  
Limitations of This Research 
Even though PAR was an effective methodology for this research, it had its limitations. 




educator. I was grateful to have had adequate prior teaching experience and a commitment to 
transfer knowledge to facilitators—which took more than 22 hours of my time and a lot more 
from them.  
The second limitation of the research was a consequence of the COVID-19 pandemic in 
Nepal during which many college students moved back to their villages. They then lacked access 
to reliable internet connections and had to use their cellular data and mobile phones, which is 
expensive and did not recreate the same experience as hoped for. This study was necessarily 
limited to participants in areas with reliable internet connection. Since all the colleges and 
universities in Nepal are in Kathmandu, and it is mostly girls in Kathmandu who have access to 
internet, the catchment area for participation was limited. This was contrary to the project’s 
original hope of reaching rural areas where there is so much need for girls’ empowerment 
programs. 
A third limitation, also due to the pandemic, was the negative impact on women who are 
more likely to be burdened with unpaid care and domestic work and had to quit their jobs or 
school. Participants who lost their job or whose parents lost their job could not afford the extra 
cellular data needed to participate in the program. According to United Nations women have less 
savings with assets invested more in informal economy (UN Women, n.d.); this means less 
access to social protections during times of hardship, which reduced participation in the 
workshop.  
The fourth limitation was the language barrier between the researcher and participants. 
Even though all the data was translated through a Nepali translator, in some cases 
misunderstandings and misinterpretations made communication slower and prevented the 




low voice or with an accent different from the translator’s dialect, which made it challenging for 
the translator to understand, and to pass on to the researchers. I was very careful not to use any 
jargons, slangs, homonyms, complex or technical words to avoid ineffective communication. 
A fifth limitation was the steep learning curve necessary to familiarize the participants 
with navigating Zoom, our virtual platform of choice. The first few tries were challenging for the 
participants as was finding equipment compatible with the software, using breakout rooms, polls, 
share slides or videos, mute/unmute themselves, and update their computer or phone software. 
Several participants left after a few minutes of trying but came back for the next session after 
learning some basics from another participant.  
A sixth limitation was the difference in culture, language, and technology which 
introduced power disparity between the researcher and participants. To assuage and eliminate the 
power differential, we used PAR. PAR inherently challenges authority and power of the 
researcher. Consequently, the researcher becomes a learner alongside the participants. 
Introducing challenges such as a different language, new technology, and encouraging the 
participants to adapt to new challenges, will positively impact their resiliency and self-esteem. 
A seventh limitation was different levels of participation, engagement, and lack of 
continuity that often exists in PAR. The main reason for this was that community members’ 
abilities to participate changed throughout the process. To address this, facilitators assigned an 
accountability partner for participants to support one other and provide notes to catch up on any 
missed material. The responsibility for finding and assigning accountability partners fell to the 
facilitators who were the most available and dedicated participants in the leadership workshop. 
Retaining participants requires skills in motivation, facilitation, and capacity-building which 




An eighth limitation was the inherently time-demanding structure of any PAR study. The 
cyclical nature of PAR is time-consuming since in each cycle, participants aim to understand and 
find a resolution for the issues, an exhausting and complicated process. In addition, the selected 
solutions for the issues, along with the actions taken, are not definitive and may not result in the 
desired outcomes. PAR typically does not have a clearly set end date, and there is no specific 
timeline when the research is to stop, because technically, it ends only upon the resolution of the 
problem. Furthermore, the problem we were studying in this research could not be resolved by 
one workshop, and the timing expectations and pressures of my dissertation compelled us to stop 
the data collection after delivery of the workshop. Future research is therefore needed to study 
the effects of the workshop six months to a year after it is conducted.   
A ninth limitation of this study was the possibility of my implicit biases contaminating 
the collected data. My biases stem from my relationship with the participants for the past seven 
years. Being passionate and invested is one of the characteristics of a PAR researcher. Devoting 
my life to this cause, investing in the growth and development of the scholarship girls and 
spending time with them in Nepal, all impacted my judgments, responses, and analyses. My 
optimism and enthusiasm to make a difference in Nepal and empower women could have 
impacted my assumptions and motivations. That is the main reason for including external critics 
who helped me to question myself and rethink my assumptions.  
Since I grew up in a patriarchal culture myself and lived in Iran for over 20 years, I might 
have judged and compared Nepal’s culture to my own values and standards of patriarchy and 
sexism. My personal experiences may have influenced my cultural lens and understanding of the 




facilitators from the same cultures to design this workshop, helped to minimize my cultural 
biases.  
 A tenth limitation was that being an instrument of power due to my position at ENG, 
made it really hard to separate how much the participants cooperate and how much they share 
with me in order to win my approval. The power dynamics between the researcher and the 
participants could have impacted levels of engagement and openness in sharing. I would 
recommend that in similar future research, the researcher avoid participation in some of the 
sessions and then watch the recordings afterwards to compare the performance, engagements, 
level of sharing of participants and facilitators in her absence.  
A final limitation was the sustainability of these initiatives because of the short-term 
funding structures, and lack of supports to assist women through various leadership transitions 
that are inevitable as participants move on to other phases in their lives. Lack of funding to 
support women as they grow and develop to the next stages of their lives has been a concern for 
ENG and many other NGOs.  
Final Thoughts 
I was never interested in pursuing a PhD, however after surviving a 7.8 earthquake on 
Mount Everest, I decided to dedicate my life to empowering women, the cause closest to my 
heart. I had been climbing Everest in 2015 to raise funds and awareness for the ENG 
organization, when the earthquake hit Nepal. Unbelievably, I survived and was rescued to safety 
after a few days.  
That life-changing experience helped me realize the fragility of life and how truly 
valuable a blessing being alive is. Consequently, I got inspired to pledge my life to empowering 




select. The first step was to educate myself and learn about different ways of empowering 
women by studying the work of other researchers and organizations, and after that initial study 
leadership stood out to me as the most effective way. 
I learned a lot during the five years of working on my PhD, however, my dissertation was 
the most rigorous work I have done so far, even more so than climbing the Everest. The 
following is how I grew as a result of this dissertation. 
After I had asked the facilitators in an evaluation session to provide constructive 
feedback only, in the next session one facilitator offered a suggestion to improve a part of the 
process. Knowing the facilitators and their culture, offering constructive feedback is out of their 
comfort zone and they prefer not to voice their nonconforming opinions. That experience helped 
me realize that it is more important for the leader to “practice what they preach” rather than 
merely transfer knowledge—the essence of transformational leadership theory. Even though a 
substantial volume of knowledge was transferred, it is imperative for the facilitator to display 
those skills during the meetings or have a role model who is exercising the skills, leading to a 
much greater impact on the facilitators by “walking the talk” and being the change, I want to see. 
This research was a humbling experience for me to realize how the people in a 
community of practice are capable of solving their own problems. Providing a safe space for 
participants to address their issues and let their wisdom shine through made me forget our 
differences in age and education. Even though at the beginning it was challenging to keep quiet 
when a question was brought up, as time passed, I realized with a stable structure and a safe 
environment, the participants can find their own answers. 
I have learned that I do not have to be a professional writer or a seasoned researcher to 




monks call it, admitting that I do not know everything and looking at my dissertation as a first 
step towards the solution. This has encouraged me to continue on all the days that I was 
struggling. This mindset helped me be more open to making mistakes and learning from them: 
just as in the cycles in PAR, there is always room for growth and development. I also realized 
that growth becomes more readily available when research is entered with an open mind like an 
empty glass, rather than as a full glass with the assumption of already having the necessary 
knowledge.  
There were two extra topics that were included in the workshop: tempered radicalism and 
relapse prevention. In hindsight, I wish that someone had introduced me to tempered radicalism 
when I started on my path to climb mountains for ENG. As an Iranian woman, many people in 
my community expected me to live a normal traditional life; if I had known about tempered 
radicalism, it would have made my transition easier. I am glad that providing this knowledge will 
help the participants deal more effectively with some of their societal challenges and prepare 
them in ways no other skill could. 
Additionally, learning about relapse prevention while teaching it to the facilitators, I 
realized how beneficial it would be as an entrepreneur and keynote speaker to relay this 
information to my clients and integrate it as a concept in my future speeches. Most of the 
programs I offer for leadership development are short-term, and I realized that adding follow-up 
webinars, emails, and a Facebook page to continue to stay engaged in the conversation, would be 
very advantageous to avoid relapse to old leadership patterns.  
Lastly, I learned how to break down a complex undertaking into simple tasks. In Cycle 3 
of the study when the facilitators were overwhelmed by the size of the project and the number of 




manageable assignments. Every session, I would share one or two tips on how to complete a 
sizable project. Since I wanted to be authentic in my teachings, I had to practice being a 
transformational leader myself first and tap into my experiences from taking on climbing Mt. 
Everest. If fact, I now refer to the process of achieving what feels like an unreachable goal, as 
“climbing your Everest.” Writing this dissertation surely seemed like an Everest to me, so I kept 
practicing all the newly learned skills while sharing them with the facilitators, crystalizing for me 
the powerful and synergistic relationship between leading by example, and learning through 
teaching, the true essence of the transformation leadership style. 
Conclusions 
With big tech companies like Facebook and Google racing to connect humanity by 
providing internet access to the most isolated areas of world, it is now the most opportune time to 
invest in empowering those marginalized and not easily accessible who have been overlooked 
for the past centuries (Adam & Minges, 2018). I used this opportunity to conduct my research by 
adding a fundamental virtual element to the already effective methodology of PAR to develop    
V-PAR. This virtual setting is the perfect ground for discovery and growth springing organically 
from within the community, making V-PAR one of the most effective methodologies to develop 
leadership workshops contextualized to the culture of each country.  
The silver lining to the COVID-19 pandemic was that the consequent lockdown forced 
the majority of social interactions to pivot to a virtual format commensurate with the 
emancipatory nature of PAR. Serendipitously the virtual participation of the researcher gave 
more control and power to the participants—which is the main purpose of PAR—and was the 




five phases. Each cycle dealt with an issue and the lessons learned from each cycle were applied 
in the subsequent cycles.  
The purpose of this study was to create a safe environment for studying, learning, 
mentoring, and experiential opportunities that cultivate women’s leadership capacity, personal 
development and community change. The workshop was embedded within ENG programs so 
that women in rural areas could benefit from these opportunities. For further expansion of this 
program, more participants will need to recreate similar practices and opportunities for more 
women throughout Nepal, particularly oppressed communities.  
The vast majority of research on women’s empowerment originates in the United States 
where leadership development has been institutionally supported and evaluated for the past 
decade. Very little research has been done in Nepal using PAR that responds to the leadership 
development needs of marginalized women. The main gap in practice that was addressed in this 
research was using V-PAR as a research methodology in a developing country to create and 
design a leadership workshop for marginalized young women by virtual partnership.  
The content of the workshop was developed by reviewing six different programs that was 
conducted in Southeast Asia. The workshop included group exercises, experiential activities, role 
plays, open discussions, sharing ideas, development and presentation of PowerPoint slides, 
videos, polling, and small group sharing. Activities were designed to promote more engagement 
and collaboration in the group to identify strengths and weaknesses of participants. Topics 
covered during the workshop included self-confidence, communication skills, time management, 
problem solving, gender equality strategies, effective feedback, critical thinking, sexual and 




responsibility, financial literacy, team building, goal setting, self-motivation, tempered 
radicalism, and relapse prevention.  
This workshop played a critical role in supporting women in developing leadership skills. 
B. Subedi (2017) argued that opportunities for women’s leadership development are not 
integrated into the college curriculum. Yet such programs that are available from NGOs do not 
adequately reflect the needs of young women and have many geographical gaps, being active in 
only certain regions. The existing programs are not contextualized to the Nepali culture, do not 
include educational advancement in the program, and only focus on economic opportunities, 
target out of school adolescents, and rarely provide a framework for women to collaboratively 
design their own program.  
Therefore, using the V-PAR methodology to encourage women to collectively design the 
workshop was by itself empowering, honoring their voice, and cultivating the goal of the 
research. The participants, as the experts of their own experiences, created a space to integrate 
the knowledge gained through the design of the workshop to their lives and communities.  
 In contemplating participation, the contribution of the volunteer facilitators in advancing 
the workshop was extremely pivotal. The facilitators negotiated a myriad of obstacles as the 
cycles unfolded, and in each cycle applied the learnings to the subsequent cycles of the research. 
Dealing with each one of these obstacles shed light on their social problems, while finding a 
solution that was empowering and emancipatory for them. The iterative cycles, one building 
upon the other, provided a unique map that aided us in reflect upon and resolving unexpected 
challenges, actively searching for ways to remove barriers and increase participation. At the 




lives and their contribution to the workshop were fundamental in the progress and success of the 
program.  
Spending 32 hours on Zoom to develop the program, being patient with the process 
necessary for learning new skills in dealing with virtual settings, respecting different opinions, 
giving and receiving effective feedback, practicing PowerPoint presentation skills, including all 
the participants in the decision-making process, and being open to changes that occurred as a 
result of the participants’ involvement—all were stepping stones to accomplish the                 
above mentioned objective.  
Moreover, creation of women’s leadership development opportunities requires a            
long-term system rather than program-level commitments (Wheeler & Edelbeck, 2006). Securing 
stable and reliable resources is one of the ongoing challenges in the women’s empowerment 
sector (Gambone & Connell, 2004). In order to adapt and respond to the learning curve of 
participants, funding institutions need to acknowledge that organizational processes occur only 
gradually. They also need to be accommodating to the feedback of participants rather than 
remain tied to fixed directions and timeframes that are determined without participants’ 
involvement.  
Utilizing the findings of this study, I have already started recreating this workshop in the 
South of Iran where youth have no access to any formal or informal educational programs after 
high school. A space “hub” with one computer and a reliable internet connection has been 
created to inquire into and design the topics of the workshop. The next step will be studying 
different curricula of the empowerment programs in Iran to design the workshop in the context 
of the culture of Iran. Meanwhile, a search has started for a volunteer facilitator from that region 




the same connection and history and relationship with the participants and facilitators, I need to 
ensure there are agents and champions in any organization that uses this approach who can create 
the same environment of trust and safety between the participants.  
In part due to the COVID-19 pandemic, there has been additional investment in and 
development of advancements in technology such as satellite internet and virtual conferencing 
platforms. This has been making innovations more widely and readily available in parts of the 
world that have been inaccessible, whether due to geographical remoteness or cultural and 
political lack of interest. V-PAR is a revolutionary research methodology not only for removing 
the accessibility hurdles, but, more importantly, for putting the decision-making and design of 
the growth process in the hands of those who have the most intimate knowledge of the 
environment, and the very same who are in charge of implementation. This is the very essence of 
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Appendix A: Description of Let Girls Lead (LGL) 
Let Girls Lead (LGL) is a global movement to empower girls to attend school, stay 
healthy, escape poverty, and overcome violence. It inspires women and girls to transform their 
lives, families and communities for a more just and equitable world through investment in local 
communities, providing education, encouraging leadership, and team building. Since 2009, their 
assisted 7 million girls, and women, in Africa, Latin America, South Asia, and the US. 
  Below is an intensive curriculum that engages the participants in strategic advocacy to 
improve girls’ lives in Nepal. LGL believes that girls have the power to transform their own 
lives, families, communities, and the world. The heart of their approach is an integrated emphasis 
on social justice values, a human-rights framework, and a gender-focused perspective, economic 
empowerment, and strategic partnership. For the past ten years, their methodology has enabled 
their participants to improve laws, policies, programs, and funding for girls and girl-centered 
advocacies. 
 I chose this curriculum to share with the participants for two reasons: First, some of the 
participants requested to learn how to improve girls’ lives in their country and this intensive 
curriculum provides the required resources and skills to improve the health, education, livelihood 
and rights of many girls in Nepal. Second, this workshop is based on experiential learning and 
provides significant physical and mental challenges for the participants. The workshop includes 
many action-oriented programs such as long hikes over challenging terrain, kayaking or 
canoeing, ropes courses, rappelling or caving, zip lining, and climbing hills or anything with a 







Syllabus for a Typical Mentorship Program for LGL 
 
Note. This is a sample agenda from a LGL project called Adolescent Girls’ Advocacy and 









Appendix B: Description of Her Turn 
Her Turn is a girls’ education and empowerment program designed and implemented in 
Nepal. It was developed in 2012 to educate adolescent girls on health, safety, and encourage 
them to challenge various forms of inequality in their communities. Since 2017, they deliver 
workshops for adolescent boys to engage them in discussions about their health and safety. As of 
January 2019, over 6,250 girls and 1,200 boys have participated in Her Turn workshops. After 
six years of implementation and a number of revisions, the curriculum, and guidelines have been 
polished and advanced to a more effective version. Her Turn’s model of transformation emphasis 
on three equally crucial factors: access to information, agency, and self-value, that combined 
together lead to well-informed life decisions. 
The curriculum was designed to systematically fulfil the essential needs of the adolescent 
girls. The program was launched as a four-week long workshop delivered in schools to 
adolescent girls through interactive teaching techniques. The topics covered progress from health 
issues, to safety, to leadership skills development. The curriculum is divided into daily sessions, 
about 1.5-2.5 hours long.  
Her Turn uses gender-transformative approach. It engages adolescent girls in discussing, 
examining, and challenging harmful social norms within their contexts. It links harmful social 
practices, such as child marriage or menstrual restrictions, with larger inequalities stemming 
from low social status of women and girls. With knowledge and skills, many girls become 
equipped to tackle these norms and practices within their families, schools, and communities and 
challenge the traditional notions of girls as shy, subservient, devoid of voice and opinions. Some 
girls decide to advocate against child marriage, others challenge abusive behaviors of their 




the girls transform their realities while illustrating to others the potential that empowered girls 
have. Within this approach, the programming team does not take an opinioned stance against a 
certain cultural practice unless that practice is in violation of national law. Rather, programmers 
and trainers should understand their role as creating safe spaces for participants to reflect upon 
and explore how gender has impacted their lives and how they feel about practices and norms 
that pertain to them as girls and future women. 
Figure B1 
 
Syllabus for Leadership Program for Her Turn 
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Appendix C: Informed Consent Form 
This informed consent form is for community, agency and academic informants and stakeholders 
who we are inviting to participate in a project titled “Leadership Aspirations with Nepali College 
Girls” a participatory action research dissertation. 
 
Name of Principal Investigator: Sara Safari 
Name of Organization: Antioch University, PhD in Leadership and Change Program 
Name of Project: Leadership Aspirations for Young Nepali Girls Using Virtual Participatory 
Action Research (V-PAR) 
You will be given a soft copy of the full Informed Consent Form 
 
Introduction: 
Sara Safari, is a PhD student enrolled in the Leadership and Change program at Antioch 
University. For her dissertation, she is conducting a study to design a leadership workshop with 
the participation of college girls in Nepal who are receiving scholarship from Empower Nepali 
Girls a nonprofit organization who provides education to marginalized girls in Nepal.  
 
Purpose of the research: 
This project is focused on expanding and growing leadership competencies and developing 
leadership skills for college level female students by using V-PAR methodology. Sara is going to 
electronically send this form to all the participants, with detailed information required about the 
project and invite them to participate in project activities mentioned below. Participants may talk 
to anyone they feel comfortable talking with about the project and take time to reflect on whether 
they want to participate or not. They may ask questions at any time. 
 
Project Activities: 
This project will involve your participation in:  
v A one-on-one online interview and online focus group led by facilitators (each lasting 
approximately 50 to 60 minutes and will be audio recorded solely for research purposes).  
v There will be 3 conference calls or zoom meetings in the before the start of the leadership 
workshop led by facilitators 
v 3-day full-time leadership workshop in Kathmandu in ENG office led by facilitators 
v One to one online evaluation meeting via zoom (each lasting approximately 50 to 60 
minutes and will be audio recorded solely for research purposes). 
 
Participant Selection: 
You are being invited to take part in this project because your experiences as a student, 




Your participation in this project is completely voluntary. You may choose not to participate. 
You may withdraw from this project at any time. You will not be penalized for your decision not 
to participate or for anything of your contributions during the project. If an interview has already 










I do not anticipate that you will be harmed or distressed as a result of participating in this project. 
You may stop being in the project at any time if you become uncomfortable. 
Benefits: 
Your participation may help me to learn more about developing leadership training for young 
women in developing countries. You will learn about V-PAR and you will learn new leadership 
skills that you can use for your growth and development in the area of your life that is important 
for you.  
 
Reimbursements: 
You will not be provided any monetary incentive to take part in this research project. 
 
Confidentiality: 
All information will be de-identified, so that it cannot be connected back to you. Your real name 
will be replaced with a pseudonym in the write-up of this project. I will be the only person with 
access to the list connecting your name to the pseudonym. This list, along with any tape 
recordings will be kept in a secure, locked location. 
 
Limits of Privacy Confidentiality: 
This project may involve a focus group. As a result, I cannot assure you that what you say will 
be private. At the beginning of each focus group, I will encourage all participants to use 
discretion and avoid discussing details of this research project outside of the focus group. 
 
I will be providing a full written report to Empower Nepali Girls when the project is completed.  
 
Your real name will not be included in this document. Generally speaking, I can assure you that I 
will keep everything you tell me or do for the study private. Yet there are times where I cannot 
keep things private (confidential). I cannot keep things private 
(confidential) when: 
• The researcher finds out that a child or vulnerable adult has been abused 
• The researcher finds out that that a person plans to hurt him or herself, such as commit suicide 
• The researcher finds out that a person plans to hurt someone else 
 
There are laws that require many professionals to take action if they think a person is at risk for 
self-harm or are self-harming, harming another or if a child or adult is being abused. In addition, 
there are guidelines that researchers must follow to make sure all people are treated with respect 
and kept safe. In most states, there is a government agency that must be told if someone is being 
abused or plans to self-harm or harm another person. Please ask any questions you may have 
about this issue before agreeing to be in the study. It is important that you do not feel betrayed if 






This project will be published. Documentation of the project will be shared with the Antioch 
University, PhD in Leadership and Change Program learning community. 
 
Right to Refuse or Withdraw: 
You do not have to take part in this research if you do not wish to do so, and you may withdraw 
from the study at any time without your job or position being affected. 
 
Who to Contact: 
If you have any questions, you may ask them now or later. If you have questions later, you may 
contact Sara Safari, email: ssafari@antioch.edu. If you have any ethical concerns about this 
study, contact Lisa Kreeger, PhD, Chair, Institutional Review Board, Antioch University Ph.D. 
in Leadership and Change, Email: lkreeger@antioch.edu. 
 
I have read the foregoing information, or it has been read to me. I have had the opportunity to 
ask questions about it and any questions I have been asked, have been answered to my 
satisfaction. I consent voluntarily to participate in this project. 
 
Print Name Participant_________________________________________________________ 
Signature of Participant___________________________________________________ 
Date ____________________________________________________Day/month/year 
 
DO YOU GIVE PERMISSION TO BE AUDIOTAPED AS PART OF THIS PROJECT? 
I voluntarily agree to let the researcher audiotape me for this project. I agree to allow the use of 
my recordings as described in this form. 
 
Print Name Participant_________________________________________________________ 
Signature of Participant___________________________________________________ 
Date ____________________________________________________Day/month/year 
 
To be filled out by the researcher or the person taking consent: 
I confirm that the participant was given an opportunity to ask questions about the project and all 
the questions asked by the participant have been answered correctly and to the best of my ability. 
I confirm that the individual has not been coerced into giving consent, and the consent has been 
given freely and voluntarily. 
 
A copy of this Informed Consent Form has been provided to the participant. 
 
Print Name of Researcher/person taking the consent__________________________________ 










Appendix D: Open-Ended Questions for First Three Virtual Meetings 
1. What are the problems you deal with daily? 
2. What are the problems other women your age is dealing with?  
3. What do you think is the cause of these problems? 
4. What can be done to solve these problems? 
5. Do you like to be involved in finding and resolving these problems? 
6. What do you need to start? 
7. What motivates you? What are your dreams? How close are you to your dreams? 
8. What are some of your strengths and weaknesses? 
9. What are the some of the qualities of an effective leader? 
















Appendix E: Workshop Topics 
Appendix E: List of topics for the workshop 
Zoom meeting 1 Self-confidence, Communication skills 
Zoom meeting 2 Time management, Problem solving 
Zoom meeting 3 Gender equality, Mental health 
Zoom meeting 4 Effective feedback, Critical thinking 
Zoom meeting 5 Sexual and menstrual health, conflict management, public speaking 
Zoom meeting 6 Physical fitness, Accepting responsibility,  
Zoom meeting 7 Financial literacy, Team building, Goal setting, Self-motivation, 
Zoom meeting 8 Tempered radicalism, Relapse prevention 
 
Self confidence  
  Importance of Self confidence 
  Ways to develop Self confidence 
  Why Self-confidence is important for a leader  
  Affirmation exercise in small groups  
  Examples of female Nepali people who are confident  
Role play practice 
 
Communication skills  
  Group sharing what does it mean to you? 
  Why is it needed 
  Effective Communication skills  
  Small group exercise  
  Listening skills  
  Nonverbal communication  
  Body language  
  Group activity  
  Why leaders have to communicate effectively? 




  Why is it important? 
  Group activity/ discussion 
  Watch a video on time management skills 
  Prioritization and planning 
  Delegation and stress management 
  How to create a balanced life 
  Group activity in small groups 
  Creating a schedule/ managing calendar 
  Long-term and short-term goals 







  What is the definition 
  Decision making and collecting information 
  Group discussion on questions to ask 
  Skills you need to solve your problems 
  Barriers to problem solving 
  Watching a video on analyzing the problem  
  Strategies to solve problems 
  Role play on comparing alternative solutions 
  Effective problem solving 
  Advantages and disadvantages of alternative scenarios 





  Human rights not women fight 
  Why GE matters? 
  Group discussion 
  Situation of GE in Nepal 
  Small group sharing 
  How to improve the GE 
Why is GE related to a leadership workshop 
 
 
Mental health  
  Depression and anxiety  
  Myths and facts and symptoms  
  Small group sharing if they have ever experienced it or know someone who did 
  What helps you to alleviate your anxiety  
  Breathing techniques  
  Group practice  
  Sharing one on one 
Sharing in the big group 
 
Effective feedback 
  Giving and receiving feedback 
  Why feedback is important 
  Difference between criticism and feedback 
  Group discussion 
  How to give effective feedback 
  Guidelines in details 
  Role play practice 









  Watch a video that shows an example of critical thinking  
  Why are critical thinking skills important? 
  Group practice active listening and asking questions  
  How to improve critical thinking? 
  Small group exercise to develop foresight  
  Group sharing 
Evaluating situation exercise  
 
Sexual and reproductive health  
  Know your body 
  Access to sexual health  
  Your sexual rights 
  Safe motherhood  
  Unintended pregnancies  
  Reproductive organs  
  Reproductive system diseases  
  Sexually transmitted diseases 
  Menstruation 
  What can you do during your period  
Group sharing  
 
Conflict management 
  Understanding conflict  
  How does conflict arise? 
  Sources of conflict  
  Types of conflict  
  Why to learn conflict management  
  Watching Video of role play  
  Role play exercise 
  Effective communication in conflict management  
  Conflict management skills 
  Repeat role play using new skills  
Small group sharing  
 
Public Speaking 
  Watching a TEDx video 
  Characteristics of a good speaker 
  Group discussion 
  Preparation for a speech  
  Challenges of a Zoom VS in person presentation 
  Organize your thoughts/ Organize your speech 
  Outline/ introduction/ conclusion 




  Breathing techniques 
  Group activity 
  Practice posture, gestures, and movements 
  Watching a TEDx video 
Small group sharing  
 
Financial literacy education  
  Three aspects of money  
  How to earn money  
  Group discussion  
  What is saving  
  Why saving money is difficult  
  Why saving money is important  
  Misconception about saving  
  Multiplication of money  
  Group sharing  




  What is does it mean to be responsible 
  Why accepting responsibility is important 
  Accepting responsibility is not a burden  
  Benefits of accepting responsibility 
  Helping each other to accept responsibility 
  Ways to take more responsibility 
  Group activity 
Small group sharing  
 
Goal setting, Team building, Self-motivation 
  Why goal setting is important? 
  Clarifying your vision 
  Steps for successful goal setting 
  Small group activity 
  Importance of team building 
  Connection, communication, collaboration, continuity 
  Team building activity 
  Group discussion 
  What is self-motivation 
  Why self is important for leaders 
  Effects of lack of self-motivation 
  How to stay motivated 







Physical activity for health 
  Exercising help you achieve certain health goals, like weight loss or beating a disease 
  Benefits of exercising 
  Avoid temptation to help your mind to focus on the task. 
  Keep your vision and goals in mind. 
  Focus on only the smallest part of your work at a time. 
  Visualize yourself working 
  Control your internal distraction 
  Remove external distraction: Cell phones, social media, Email 
  Improve your discipline with focus and practice 
Small group sharing  
 
Tempered Radicalism 
  Risks of being empowered in Nepal 
  Social Norms of patriarchal culture 
  Small group activity 
  You are the pioneers of change 
  How to stay true to yourself 
  Leveraging small wins 
  Organize collective actions 
  Educating others 
  Role play 
  Negotiation strategies 
  Group discussion 
Small group sharing  
 
Relapse Prevention 
  What is relapse prevention plan? 
  What triggers a relapse? 
  Strategies to prevent relapse 
  Coping skills 
  Role play on anticipating failure 
  Accountability partner 
  Monitor high risk situation 
  Small group activity rehearsal an alternative scenario 







Appendix F: Copyright and Other Permissions 
 
Permission from Johns Hopkins University Press for Table 2.2 
 
Dear Sara Safari, 
  
Thank you for your interest in material from JHUP. We have no objections to you reusing 
the data from the article as referenced in your table below. We just ask that you 
appropriately cite the article as the source of the data using your preferred academic 
citation format. For any other use of material from the article you must seek additional 
permission. Best of luck with the dissertation. 
  
Best, 
Rights and Permissions Office Assistant 


















Copyright information for Figure 3.2 (Participatory Action Research cycle)  
 
 Note: Permission was requested from the Copyright Clearance Centre. This is response: 
 
From: customercare@copyright.com 
Date: February 1, 2021 at 4:22:44 AM PST 
To: Ssafari@antioch.edu 
Subject: Case #01271879 - Use of figure from Administrative Science Quarterly in Dissertation    [ 
ref:_00D30oeGz._5004Q27WwiZ:ref ] 
Dear Sara Safari, 
 
Thank you for reaching out. This is Oana from Copyright Clearance Center’s (CCC) Customer Service Dept. We 
provide permission for the reproduction and distribution of copyrighted materials on behalf of copyright owners who 
list their titles with us. 
 
I understand you would like to reuse in your thesis an image that was published in Administrative science 
quarterly titled "An Assessment of the Scientific Merits of Action Research". The articles; official webpage is 
here: https://www.jstor.org/stable/2392581?origin=crossref&seq=1 
  
If you access this article's webpage and scroll down you will see the JSTOR Terms and Conditions of use, that can 
also be accessed here: https://about.jstor.org/terms/#whats-in-jstor 
In section 3 "What can I do with Content?" you can see JSTOR "encourages Authorized Users to engage in research 
activities (...) in student assignments, educational presentations or in research papers or dissertations, including 
reproductions of the dissertations (provided such reproductions do not include Books and are only for personal use, 
library deposit, and/or use solely within your Institutional Licensee)". Such a use is authorized only and as long as 
you abide by the prohibited uses in Section 4 titled "What use of JSTOR and its Content is prohibited?". 
 
If, however, your use is one of the prohibited ones, you should formally apply for a permission-request: 
Visit http://marketplace.copyright.com, search for the journal's ISSN (which is 0001-8392) and then select "Request 
Permission". You will be prompted to select your intended use from the drop-down options, provide details of the 
portion you would like to use, and information about your new work. For an overview on how to place a request for 
permission on Marketplace, please view this tutorial (less than 4 
minutes): https://copyright.wistia.com/medias/gk9t5dyd3d. 
 





Customer Account Specialist 
Copyright Clearance Center 
222 Rosewood Drive 
Danvers, MA 01923 
www.copyright.com 












Thanks so much for reaching out and following-up about this. Yes, you are welcome to 
use the table or any other component from our curriculum in your dissertation, as long 
as you cite Rise Up as the source. We’d also love to see the final product/know how it is 
used! 
  









RISE UP  
510-285-5578 direct I camille.rose.ward Skype I @RiseUpforGirls 
Activating Girls and Women for a More Just and Equitable World 
  
From: Rise Up  
Sent: Tuesday, January 19, 2021 2:32 PM 
To: Camille Rose Ward <cward@riseuptogether.org>; Kate Roberts 
<kroberts@riseuptogether.org> 
Subject: New Entry: SARA SAFARI has contacted Rise Up 
  
I'm interested in: 
  permission to use your work 
Your name 
  SARA SAFARI 
Phone 
  (310) 918-1983 
Email 




I am doing my Ph.D. dissertation at Antioch University on women leadership in Nepal. I am on the board of an 
organization called Empower Nepali Girls. We are creating a leadership program for female college-level 
students by studying other programs in Southeast Asia.  
 










Permission for Using Table from Her Turn (in Appendix B).  
 
From: Hamro Palo <info@her-turn.org> 
Date: February 4, 2021 at 12:09:21 AM PST 
To: Sara Safari <ssafari@antioch.edu> 




Thank you so much for reach out to us. Yes, you can use the table, we are happy that our program supported as a reference 










On Wed, Jan 20, 2021 at 4:12 AM Sara Safari <ssafari@antioch.edu> wrote: 
 
Hi 
I am doing my Ph.D. dissertation at Antioch University on women leadership in Nepal. I am on the board of an 
organization called  Empower Nepali Girls. We are creating a leadership program for female college-level students 
by studying other programs in Southeast Asia.  
 
I was wondering if I am allowed to use this table in my dissertation? 
























Permission to Use Photos and/or Videos from Empower Nepali Girls (ENG) 
 
  
 
 
  
 
 
 
